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ABSTRACT
PREDICTING ACADEMIC SUCCESS OF ENTERING FRESHMEN
AT AN
URBAN UNIVERSITY THROUGH THE ASSESSMENT
OF
ORAL AND WRITTEN LANGUAGE COMPETENCY
Karen D. Cobbs 
Old Dominion University 
Chairperson: Dr. Maurice R. Berube
In Moores and Klas' (1989) definitive study on college student retention, 
postsecondary administrators ranked the maintenance of student 
enrollment second in importance on a list of twenty critical issues 
facing higher education. Of particular relevance to college 
administrators has been the retention and graduation of African-American 
college students (D. B. Hawkins, 1994; Western Reserve, 1991).
Researchers, in considering the overall problem of student 
attrition, particularly, among African-Americans, have explored such 
questions as these: Which students are dropping out (Sherman, Giles and 
Green, 1994; Robinson, 1992)? Why do they discontinue their studies 
(Austin, 1982; Bohr et al., 1995; Kraft, 1992; Tinto, 1975)? Why is the 
problem especially serious among African-American students (Ball, 1992; 
Carris, 1995; Miller, 1990)? Are the traditional prediction and 
placement measures failing to accurately identify those entering 
freshmen students with the potential to succeed and those who may 
require intervention to succeed (Bridgeman & Wendler, 1991; Cole, 1987; 
Wambach & Brothern, 1989)? If so, are there ways to improve on the
ii
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process? Would using an alternative or supplementary measure more 
effectively predict which college students are likely to succeed and 
which students are likely to succeed in college with intervention?
The majority of colleges utilize prediction measures such as the 
Scholastic Assessment Test (SAT), the American College Testing Program 
(ACT) and high school grade point average (HGPA); and, placement 
measures such as the Nelson Denny Reading Test, the Degrees of Reading 
Power (DRP) test and writing essays to determine the potential for 
academic success among freshmen entrants (Lederman et al., 1986; N. V. 
Wood, 1989).
An investigation of the effectivness of using an alternative 
language-based measure (that assesses a freshman's speaking, listening, 
reading and writing skills), the Test of Adolescent and Adult Language 
(TOAL-3), for predicting academic success and assuring a fairer 
evaluation process and greater precision in the identification and 
placement of entering freshmen was the focus of this proposed study. 
Interestingly, colleges have traditionally ignored a student's level of 
communication competence (e.g., speaking, listening, reading and 
writing) in predicting academic achievement (Rubin & Graham, 1988). The 
academic performance of African-American freshmen constituted a 
sub-theme, suggested by the higher dropout rates found among this 
population (Minorities in Higher Education, 1994).
This study found that there was no statistically significant
iii
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difference in the ability of the TOAL—3. when compared to the SAT, DRP 
and WSPT. to predict first semester grade point average (FGPA) based on 
language competency, among entering freshmen students in general. 
However, there was a statistically significant difference between the 
TOAL-3 and the WSPT in identifying entering freshmen students as either 
Predicted Success (PS) or Potential Difficulty (PD). There was a 
statistically significant difference between the TOAL-3 and the SAT as a 
function of race and gender in identifying freshmen students as either 
Predicted Success (PS) or Potential Difficulty (PD). There was also a 
statistically significant difference between the TOAL-3 and the WSPT, in 
forecasting which freshmen students identified as Predicted Success (PS) 
would achieve the criterion variable as a function of gender. However, 
because of the small sample size, caution should be utilized in 
interpreting these findings.
iv
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Moores and Klas (1989) stated that the withdrawal of a college 
student before graduation is costly to the individual, the educational 
institution, and society. In a study by Moores and Klas (1989), 
postsecondary administrators placed student retention second in 
a list of twenty critical issues facing higher education. Riehl (1995) 
remarked that "one of the measures used to determine the success of a 
freshman class is the first-year retention rate . . . .  Consequently, 
universities have a special interest in identifying factors that 
influence retention . . . ." (p. 14) (Manzo, 1994).
Factors Precipitating College Students* Withdrawal
Aside from financial reasons, students may withdraw from a college 
for academic reasons, career uncertainty or incompatibility between 
the college and student, to name a few of the possible reasons students 
drop out (Blustein, Judd, Krom, Viniar, Padilla, Wedemeyer & Williams; 
1986; Noel, Levitz & Saluri, 1985; and Tinto, 1975). Noel, Levitz and 
Saluri (1985) asserted that, excluding financial factors, the 
principal causes of attrition among students were (a) academic boredom
Journal model used for this study was the Publication Manual of the 
American Psychological Association (4th ed.). (1994). Washington, DC: 
American Psychological Association.
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(b) uncertainty about major and career goals, (c) transition and 
adjustment problems (d) limited and/or unrealistic expectations of 
college, (e) lack of academic preparation, and (e) ineffective 
curricula. Among African-American students, other factors affecting 
attrition also come into play. Lang (1989) stated these factors include 
(a) level of preparation for higher education, (b) institutional 
barriers and (c) social and economic problems of African-Americans 
(p. 3).
Many factors have been cited for student attrition at the 
postsecondary level, especially among African-Americans. Colleges are 
unable to control some variables that may affect a student's decision 
to withdraw before graduation. Many aspects of institutional barriers 
such as policies and procedures in the identification and placement 
process of applicants, especially African-American applicants, are 
within the college's scope of control.
Overview
This section contains (a) a review of the university's admission 
process, (b) discussions regarding the impact of traditional prediction 
and placement measures on first-time college-bound students, especially 
African-Americans, (c) the need for an alternative assessment measure, 
(d) the statement of the problem, (e) rationale for the study and (g) 
hypotheses for the study.
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Use of Admission Tests
According to Landward and Hipworth (1984), colleges initially 
established admission criteria to discern applicants with low potential 
for academic success. Phillip (1994) and Richardson (1990) stated that 
the landmark Brown decision and political influences of the 1960s 
forced colleges to address the availability of education to 
underrepresented minorities; particularly African-Americans. Thomas 
(1994) noted that the mere presence of African-American youngsters in 
classrooms with White youngsters did not serve to ameliorate educational 
disparities created by segregation (Phillip. 1994). Thomas (1994) 
indicated that inequities continue to exist throughout the various 
educational institutions, nearly forty-years after the Brown ruling, 
because of the perpetuation of the monocultural Eurocentric curriculum 
(Manzo, 1994).
Leo (1997) revealed that tradition-bound educators view culturally 
different students from the deficiency theory. He added, "There is a 
perspective that somehow these students lack the 'right stuff.1 Rarely 
have schools and educational institutions viewed culturally diverse 
students as being 'culture-rich1 and not ’at-risk"' (p. 36). Educators 
believe that assimilation into the Euro-western culture is the proper 
alternative in making culturally different students, like 
African-Americans, fit into the mainstream (Kochman, 1972; Leo, 1997; 
Mallory & News, 1994). Cummins and Sayers (1995) attributed the
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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country's despair, over the state of American education, to the 
continual teaching methods and testing norms of the majority culture 
coupled with a disregard for the integration of other cultures into 
the school curricula (Mallory & News, 1994). These findings have opened 
the flood gates on the multicultural education debate (Gordon, 1996; 
Seltzer, Frazier, & Ricks, 1996). However, the public's mounting 
displeasure with declining academic performance among public school and 
college students, has intensified the rhetoric for monolithic higher 
standards of learning, mandated testing for academic advancement and 
more rigorous college admission criteria (i.e., test scores) that favor 
the White middle class (Glass 1994; Lomax, 1995; Parnell, 1990).
Gordon (1996) questioned the wisdom of the persistent use of 
standardized tests as an educational approach, given the increasing 
student diversity in the nation's schools. Gordon chastised society's 
habitual practice of blaming the victim (for poor test performance) 
when he stated:
. . . prevailing standards by which academic competence is 
judged are calibrated in large measure against either: (a) 
what most persons at a specific level can do, or (b) what 
society agrees is necessary for students to meet the 
demands of increasingly challenging levels of work. That 
some persons have greater difficulty than others or seem 
unable to achieve these standards is generally thought to 
be a problem of individual or group differences in abilities 
or productivity, not a problem of the appropriateness of the 
assessment instruments or practices used. (p. 360).
Lomax (1995) expressed concerns that increased emphasis on testing 
(i.e., mandated testing) for educational accountability would impact
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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more negatively on minorities than on Whites. Citing prior research,
Lomax (1995) stated that standardized tests reflect the dominate culture. 
Therefore, the performance of minority children on these measures may not 
be an accurate representation of their abilites. Similarly, researchers 
have shown that widely used college admission tests such as the 
Scholastic Aptitude Test (SAT) or American College Testing Program 
(ACT), do not provide a fair and accurate portrayal of African-Americans' 
potential for academic success (Hogrebe, Ervin, Dwinell, & Newman, 1983; 
Rodriguez, 1996). These popular standardized tests, however, continue to 
be implemented by many colleges for admission (Bracey, 1990; Willingham, 
Lewis, Morgan, & Ramist, 1990).
Turnball (1981), former president of the Educational Testing 
Services (ETS), and other administrators of the SAT, claimed that recent 
criticism of the SAT is a reflection of public disenchantment with 
declining educational performance, despite the high cost of public 
education (ERS Report, 1981, p. 35). A source of discomfort for Turnball 
has been the report by Allen Nairn and associates entitled, The Reign 
of ETS: The Corporation that Makes Up Minds (1980). In this 
report, funded by ETS, Nairn and associates asserted (a) that ETS served 
as gatekeeper for educational and career opportunities (b) that the SAT 
provided little help in predicting college GPA over high school grades 
alone (c) that the SAT scores have the potential to affect an 
individual’s perception of self-worth, (d) that the SAT is incapable of 
assessing the various skills considered essential for success in
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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differing endeavors, (e) that the SAT deprives minorities of 
opportunities for advancement because of lower test scores relative to 
White students and (f) that the SAT scores are more a reflection of 
class and income than ability.
Wambach and Brothern (1990), in their study entitled, An 
Alternative To The Prediction Placement Model, supported some of the 
charges leveled at colleges' use of preadmission measures. These 
traditional instruments have included prediction measures 
(i.e., information on a student's ability prior to admission) such as 
the Scholastic Aptitude Test (SAT), the American College Test 
Program (ACT) and high school grade point average (HGPA); and, 
placement measures (i.e., information on student's academic skills after 
admission) to assess reading, writing and math skills (Houston & Sawyer, 
1991; Livengood, 1992; Young. 1993). Colleges use commercially designed 
tests such as the Nelson Denny Reading Test or the Degrees of Reading 
Power test to evaluate reading, but usually elect to develop their own 
instruments for writing assessment (Wiener, 1989; N. V. Wood, 1989).
As revealed by Wambach and Brothern (1990), colleges assume that 
these prediction and placement measures, upon admission, can identify an 
entrant as either predicted to succeed or having potential difficulty 
in succeeding without the aid of developmental intervention. The authors 
stated that college freshmen students who do not meet the regular 
entrance criteria are viewed by the college as "underprepared." Of equal 
importance, is the notion that these underprepared students comprise a
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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homogeneous group. Thus, the assumption is that all of these students
would therefore require the same type or degree of developmental
intervention. Wambach and Brothern, disputed this assertion by
identifying three categories of "underprepared" students:
In the first category are those students who seem unqualified 
but who can actually succeed: the false negatives. The second 
category consists of those students who are unqualified but 
can be enabled to succeed through explicit skill 
development intervention: the underprepared. The third 
category consists of those students who are unqualified and 
cannot be made more qualified by any known institutional 
intervention: the true negatives, (p. 14)
The use of some traditional placement measures compound the 
perception of homogeneity among students considered underprepared for 
the college experience. Brittain and Brittain (1982) remarked that it was 
not uncommon for a single test to be the only reading comprehension 
instrument administered. As has been indicated, frequently, this 
instrument is the The Nelson Denny Reading Test, a popular reading 
measure at the postsecondary level. But, according to Brittain and 
Brittain (1982), aside from the reading score, The Nelson Denny Reading 
Test provides limited diagnostic information (p. 8). Other reading tests 
given at the college level include the Degrees of Reading Power (DRP), 
and The Descriptive Test of Language Skills (Reading Comprehension)
(N. V. Wood, 1989). For other college subjects, such as writing or 
mathematics, Lederman, Ribaudo and Ryzweic (1986) found in their 
national survey of 1,296 public and private postsecondary schools, that 
many colleges used locally developed instruments to evaluate writing and
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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math skills. Weiner (1989) remarked that locally produced tests by 
colleges displayed "little academic [review] or validation and [had] 
antiquated procedures and research components." He continued, "one 
rarely finds any attempt at links with curriculum in either local or 
national tests" (p. 24).
Weiner (1989) stated that placement tests for academic skills serve 
as the foundation for the developmental curricula. The goals and 
objectives of the developmental curricula are expected to correlate with 
the assessment measures. This is to ensure that underprepared college 
freshmen who are enrolled in developmental programs acquire the 
necessary communication skills (i.e., reading and writng) essential for 
regular college level courses, while preventing the lowering of college 
standards (p. 2). However, as Carson, Chase, Gibson and Hargrove (1992) 
noted it has not worked this way because " . . .  many preparation 
programs develop curricula based upon speculation of what generic 
academic skills students must know to perform successfully in the 
college classroom" (p. 26).
Wooley (1986) reported that college freshmen and sophomores 
enrolled in developmental programs sometimes dropped out of college 
namely because of dissatisfaction with the coursework or the lack of 
individual attention (Morrison, 1990). Regarding reading programs, 
Wassman (cited in Brittain and Brittain, 1982) noted a variation in the 
types of reading programs offered in college: "Some [were] integrated 
with content area courses while others operated independently" (p. 3)
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(Chase, Gibson, & Carson, 1994). As for the writing programs, Marx 
(1987) discovered that most basic writing programs were unrelated to 
real college courses.
The Issue of Attrition Among African-Americans
Williams (1969) found that the majority of students in 
developmental programs on White campuses were African-Americans. This 
situation occurs as a result of African-Americans' low scores on the 
SAT or ACT in comparison to their White peers. This serves to 
precipitate the identification of and placement of many African-American 
students into developmental programs (i.e., reading, writing or math). 
According to Williams, these remedial programs have been less than 
successful in producing graduation rates among African-Americans 
commensurate with those of White students (McCauley, 1989).
The rate of persistence among African-American students, at the 
postsecondary level, is significantly lower than that of White students. 
The American Council on Education (1991) reported that of the 
African-Americans who graduated from high school in 1980 and entered 
four year colleges, only 29% had completed their B.A.'s by 1986, 
compared to 62% of Whites. This occurred despite the fact that a higher 
number of African-Americans had entered into four year colleges than 
Whites (Minorities in Higher Education, 1994, p. 90). This lower college 
graduation rate, among African-Americans, does not bode well for the 
future. The series, Minorities in Higher Education (1994), reported that
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the economy has become increasingly dependent upon minorities and 
females. We need a population of well educated African-Americans if 
America is to remain a competitive economic participant in the 
international marketplace. However, increasing attrition and lower 
college graduation rates may make this desirable goal unattainable; 
unless sound solutions are found.
Communication Skills Required for Academic Performance
L. Miller (1989) stated that educators and language specialists are 
becoming increasingly aware of the "powerful and complex relationship" 
among language ability, reading, writing and academic success (i.e., 
literacy skills) (p. 155). Listening and speaking appear to correlate 
with reading success (Bond, Tinker, Wasson & Wasson, 1984; Groff, 1987). 
Equally, oral language ability and written language ability are 
interdependent (Hoskins, 1990).
In describing a typical college classroom, Wooley (1986) noted that 
the more popular approach used for teaching is the lecture. Basically, 
the "teacher comes into the classroom, [and] provides information 
through an oral presentation." (p. 2). It is the student's 
responsibility to attend class, take notes and integrate lectures with 
assigned readings (p. 2).
For reading and writing requirements, Chase, Gibson and Carson 
(1994) stated this involved the student "selecting and combining 
information and ideas from various sources" and making his or her own
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judgment when writing papers from assigned reading materials (p. 12).
McDevitt, Sheehan, and McMenamin (1991) remarked that listening 
skills are critical in learning. As revealed by these authors, high 
school and college students use nearly 90% of their class time engaged 
in the act of listening (i.e., discussion and lectures). Rubin and 
Graham (1988) stated that students must be effective listeners in class, 
must be able to ask questions, and must discern the differences between 
opinions and facts. In essence, students must be proficient in all areas 
of communication— speaking, listening, reading and writing.
All aspects of communication such as listening, reading, writing 
and speaking converge daily in the college classroom setting as essential 
components for academic discourse. Yet, the majority of colleges do not 
include a language-based instrument that evaluates communication 
competence, as a part of their traditional prediction and placement 
measures (Fitt, 1992; Rubin & Graham, 1988). Equally, colleges in 
using the commonplace standardized tests, cater to the expressive (i.e., 
written) language form favored by the majority culture (Lazere, 1991) 
while restricting minority students including African-Americans, in the 
use of their dominate expressive (i.e., oral) language form (Baugh,
1983). A more useful assessment of communication in all its 
forms— speaking, listening, reading and writing to determine students' 
potential, is fairer to everyone than the typical college entrance 
tests. Also, in relying on standard admission measures, colleges may be 
failing to properly identify entering freshmen students of all races
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with speech disorders or language/learning disabilities (LLD) that could 
affect their potential to succeed.
Communication Issues Among Postsecondary Students
In the discussion of nonstandard English or dialects, it is the 
dialectal speech of African-Americans that generates the most 
controversy or debate (Gere & Smith, 1979; Labov, 1975); as if this 
minority group had a monoploy on nonstandard English. But, as revealed by 
the eminent scholar, 0. L. Taylor (1990), an expert in the 
communication disorders, sociolinguists have documented dialects in 
nearly every language (See Table 1). Dialects are equated with a 
speaker's "educational, economic, social and historical condition"
(0. L. Taylor, 1990 p. 10) (Roen, 1982). Evards and Sabers (1979) stated 
that dialects represent a consistent and defined language system with 
"predictable rules" (p. 272). Some dialects have attained more social 
prominence than others. Standard English (SE) is the preferred dialect 
in the United States primarily because it is spoken by those with the 
most educational, economic, social and political power. Speakers of other 
dialects who desire social prestige, educational, economic or career 
opportunties know they must speak SE (Garcia, 1994; Iglesias, 1985; Labov, 
1975; 0. L. Taylor, 1990). The nonstandard dialect of African-Americans 
incurs the most negative reaction because of society's stereotypical 
views that devalue African-Americans (Gere & Smith, 1979). Reed (1988) 
stated that most African-Americans know they must be adept at code
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Table 1
Some Varieties of Nonstandard American English
Appalachian English
"He just kept a-begging and a-crying and a-vanting to go out." (He 
persisted in begging, crying and wanting to leave).
Athabascan English (Alaska)
"Most time we play games." (Most of the time we play games).
African American English Vernacular
"He be scared, bat I be brave." (He is usually scared, but I am 
usually brave).
General American Nonstandard English
"Don’t nobody want none." (Nobody wants any).
New York City Nonstandard English
"She's a good cook, your mother." (Your mother is a good cook).
Southern American Nonstandard English
"I' mon rest." (I am going to rest).
Spanish-Influenced English
"Carol left yesterday. I think is coming back tomorrows. (Carol 
left yesterday. I think she is coming back tomorrow).
(0. L. Taylor, 1990, p. 10).
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switching (i.e., changing one's language and speech to fit the social 
context). That is, switching from their dialectal speech to SE, when 
needed (Roen, 1982), because educational and career opportunities 
dictate this behavior. African-American individuals adroit, at 
code-switching tend to experience more academic success. On the other 
hand, those African-Americans who are dominate users of dialectal 
speech, and inept at some level of code switching, may have difficulty 
speaking, reading and writing in SE (Reed, 1988). 0. L. Taylor (1990) 
concurred with this belief when he attributed the academic difficulties 
of African-American children to the schools' inability to provide a 
cross-cultural curriculum. He stated that cross-cultural curricula would 
aid teachers in developing an awareness of African-Americans' diverse 
styles of communication. Also, such a curriculum would aid the 
nonstandard speaker in learning SE for academic performance.
As for the issue of dialectal speech, professionals in the 
area of communication disorders have come to realize that dialectal 
speech usage, represents a language difference as opposed to a language 
disorder. This realization is particularly germane to African-American 
dialectal speech. The variation in the style of speech from SE is not 
the result of any mental, sensory, or neurological implication (American 
Speech, Language and Hearing Association (ASHA) 1989; Artiles & Trent, 
1994). An African-American or any individual who speaks using 
nonstandard English is recognized as having a language difference; not a 
disorder. Enrollment into a program for speech and/or language
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intervention would not be recommended for this individual. This does not 
imply, nor should it, that African-Americans or other nonstandard 
English speakers are not at risk for communication problems of speech 
and/or language. Labov (cited in Evards & Sabers, 1979, p. 272) remarked 
that children or adolescents whose speech or language skills deviated 
significantly from the "dialectal framework" should be evaluated to rule 
out or confirm the existence of a speech or language disorder (ASHA, 
1989).
Concerns regarding nonstandard English usage and the impact on 
academic performance are not the only communication issue confronting 
higher education. Undetected language/learning disabilities (LLD) among 
entering freshmen may also hasten a student's withdrawal from college.
Buttrill, Niizawa, Biemer, Takahashi and Hearn (1989) used the term 
"language/learning disabled (LLD)" to describe adolescents who continue 
to evidence receptive and expressive language problems that impede their 
ability to learn in the classroom environment (p. 185).
Scott (1991) reported as many as 18,300 LLD individuals were 
attending postsecondary schools and these numbers were increasing.
LLD students are encouraged to self-disclose upon reaching college to 
secure needed accommraodations or resource services to assist them 
academically (Scott, 1991), but some LLD freshmen may not self-disclose. 
Montgomery and Levine (1995) and Vogel (1975) revealed some may be 
fearful that self-disclosure of a language/learning disability might be 
used against them while others may be unaware that they still have
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unresolved LLD problems. Studies have shown that LLD may persist from 
childhood through adulthood and manifest itself differently in adulthood 
(Aram and Hall, 1989; Morris-Friehe & Sanger, 1994; Patton 
& Polloway, 1992). Studies have shown that some LLD individuals may 
actually demonstrate normal range performance on standardized non-verbal 
tests (Curtis, Katz & Tallal, 1992). Traditional prediction and 
placement measures may fail to properly identify these students.
LLD is a disorder that can afflict any individual (Simon, 1986). 
Usually African-Americans have been overrepresented in special education 
programs, particularly those for the mentally challenged or speech 
impaired (Artiles & Trent, 1994). Because of language issues 
(i.e., dialectal speech) and concerns regarding overrepresentation, 
there is the tendency to under-identify African-American children or 
adolescents with bona fide language/learning difficulties (O.L. Taylor & 
Payne, 1983).
The Test of Adolescent and Adult Language (TOAL-3)
The persistence of language/learning disabilities (LLD) from 
childhood into adulthood, as well as the impact of language 
problems on academic performance, has led to the development of 
language tests for adolescents and young adults. The Test of Adolescent 
and Adult Language Development (TOAL) is one of these tests. The test 
designers, Hammill, Brown, Larsen and Wiederholt, developed the first 
edition of the TOAL in 1980, "to meet the need for a reliable,
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nationally normed, multidimensional and experimentally validated 
assessment instrument for use with adolescents" (Hamraill et al., 1994, 
1). The TOAL’s purpose was to provide a way to evaluate speaking, 
listening, reading, and writing— all skills considered critical for 
academic success. The third edition of the test was developed for use 
with adults and renamed the Test of Adolescent and Adult Language, 
(TOAL-3) (p. 1). Experts in the area of LLD, Wiig and Semel (1984) 
argued that "language abilities should be assessed at several crucial 
stages in the formal education process . . . the transition to junior 
and senior high school, the freshman year of college, or the
beginning of vocational training" (Hammill et al., 1994; Wiig & Semel
1984, p. 2).
The TOAL-3 was designed for the following reasons:
(a) to identify adolescents and adults who indicate a need for
intervention to improve language proficiency, (b) to 
determine areas of relative strength and weaknesses across 
language abilities, (c) to document overall progress in 
language development as a consequence of intervention 
programs, and (d) to serve as a measure for research effort 
designed to investigate language characteristics of 
adolescents and adults, (p. 3)
Statement of the Problem
The present study was undertaken to determine the predictive 
validity of a language-based measure over traditional prediction and 
placement measures (i.e., SAT, ACT, HGPA and reading and writing 
placement tests) in determining a first-time college freshman student’
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potential for academic success. The Test of Adolescent and Adult 
Language (TOAL-3) is to serve as the language-based measure for this 
study. Thus, the question is, will the TOAL-3 be more effective, than 
traditional prediction and placement measures, in identifying a 
first-time freshman student as either Predicted Success (PS) or 
Potential Difficulty (PD) based on the level of communication 
competence? Given the high attrition and low graduation rate among this 
population, the performance of African-American freshmen is of 
particular importance in this study.
Since, Robinson (1990) found in her study that the withdrawal rate 
from college is most acute during the first year, first-time freshmen 
students were selected as the sample group for this study.
Rationale for the Study
The rationale for this study is to determine whether a 
language-based measure (i.e., speaking, listening, reading and writing) 
might more accurately predict a first-time freshman student's potential 
for academic success than the traditional prediction and placement 
measures (Koziol, 1980; Sartain, 1980; Werdmann, 1980).
Results from this study may have several policy implications.
First, colleges may elect to add a procedure or assessment component 
that provides information regarding a first-time freshman student's 
level of communication competence (i.e., speaking, listening, reading and 
writing). This information could be used with other criteria in
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predicting a freshman's potential for academic success. Also, such a 
policy might provide a fairer assessment of minority students, including 
African-Americans. Second, it could have policy implications in the 
design, implementation and teaching of developmental programs endorsing 
the integration of all facets of communication in the remedial process. 
Third, it could afford a better understanding of students' linguistic 
strengths and weaknesses and the severity of their problems. This could 
aid instructors in the creation of student-specific goals that might 
enhance a freshman's remedial performance and possibly eliminate 
perceptions of dissociation. Feeling more academically prepared, a 
freshman's transition into regular college level courses may be less 
stressful and the desire to persist more entrenched, especially for 
African-American students enrolled in these programs.
Hypotheses
Hypothesis 1: There will be a statistically signficant 
difference between the TOAL-3 and the traditional prediction 
and placement measures in identifying first-time college 
freshmen who are categorized as either Predicted Success 
(PS) or Potential Difficulty (PD).
Hypothesis 2: There will be a statistically significant 
difference between the TOAL-3 and the traditional prediction 
and placement measures in identifying first-time college 
freshmen who are categorized as either Predicted Success
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(PS) or Potential Difficulty (PD) as a function of race. 
Hypothesis 3: There will be a statistically significant 
difference between the TOAL-3 and the traditional prediction 
and placement measures in identifying first-time college 
freshmen who are categorized as either Predicted Success (PS) 
or Potential Difficulty (PD) as a function of gender. 
Hypothesis 4 ; There will be a statistically significant 
difference between the TOAL-3 over and above traditional 
prediction and placement measures, in predicting first 
semester grade point average (FGPA), for first-time 
college freshmen.
Hypothesis 5: There will be a statistically significant
difference between the TOAL-3 and the traditional prediction 
and placement measures in predicting first semester grade 
point average (FGPA), for first-time college freshmen who are 
predicted to succeed as a function of race and gender.





This section contains (a) an historical account of the development 
of the Scholastic Aptitude Test (SAT), the American College Testing 
Program (ACT) and standardized reading tests, (b) a review of the 
traditional prediction and placement measures— the SAT, ACT, the 
Degrees of Reading Power Test (DRP) and the Writing Sample Placement 
Test (WSPT) and (c) a review of the alternative, language-based 
measure— the Test of Adolescent and Adult Language (TOAL-3).
Information regarding the development of the SAT is heavily borrowed 
from historical data published by the College Board (The Admissions Test 
Program: A Historical Overview, 1996). Test review for the traditional 
prediction and placement measures (i.e., SAT, DRP and WSPT) will examine 
the test format, scoring procedures, norming sample, and comments 
regarding the test's effectiveness. Test review for the alternative 
language-based measure (i.e., TOAL-3) will examine test format, scoring 
procedures, norming procedures, reliability and validity and comments 
regarding the test's effectiveness. Also, contained in this chapter will 
be a review of social and educational issues that have influenced or 
been affected by the admission policies and practices of colleges and 
universities; most specifically, as these relate to African-American 
students.
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Historical Review of the College Admission Tests
Hugh Hawkins’ (1972) work, Between Harvard and America: The 
Educational Leadership of Charles W. Eliot, documented the role that 
Charles W. Elliot, president of Harvard University, played in developing 
and modifying college admission standards. During his presidential 
reign, from 1869-1909, Eliot made a significant impact on both the 
secondary and postsecondary levels of American education.
According to Hawkins, the role of secondary schools in preparing 
students for the rigors of college work was a source of 
controversy during the 1800s. Disharmony regarding course work, nature 
and extent of academic preparation for high school students was 
at the root of the problem. Initially dismissed by elitist private 
schools and a majority of postsecondary schools as "the people's 
colleges," high schools were thought to exist to prepare students "for 
life— not for college" (H. Hawkins, p. 224). Eliot, however, came to 
realize that it was necessary for colleges to co-exist with public high 
schools, since these secondary schools were quickly evolving as the 
primary source for future college applicants.
To meet the challenge of forging a relationship between higher 
education and secondary schools, Eliot collaborated with John 
Tetlow, a leader and headmaster of the Boston Girls' Latin School and 
Girls' High School, to form the New England Association of Colleges and 
Preparatory Schools (NEACP) in 1884 (H. Hawkins, 1972, p. 230). The
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primary focus of the NEACP was the standardization of the college 
admission process.
In 1899, the NEACP passed a resolution which enacted the creation 
of the College Entrance Examination Board, also known as the College 
Board. The College Board was charged with the task of developing tests 
to ease the transition from secondary school to college. The College 
Board stipulated that these tests had to be "uniform" in subject matter, 
administration time, and offered at sites convenient for students.
By 1901, the College Board was administering written exams in such 
subjects as English, French, German, Latin, history, physics, mathematics 
and chemistry, (History of the College Board, 1996, p. 1).
The 1920s saw the College Board progress from admission tests 
to more comprehensive examinations. Candidates would now be required to 
demonstrate higher level cognitive and reasoning skills— not the ability 
for rote memorization (History of the College Board, 1996, p. 2).
The occurrence of World War I ushered in the era of "general 
intelligence" and the introduction of psychological testing to college 
admission. Between 1925-26 a committee of experts composed of Carl C. 
Brigham, Henry T. Moore and Robert M. Yerkes was commissioned to design 
a psychological test for the College Board. The committee selected the 
name "Scholastic Aptitude Test" (SAT) (History of the College Board,
1996, p. 2). To offset criticism that the SAT was an assessment of 
intelligence, the test authors stated:
The present state of all efforts of men to measure or
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in any way estimate the worth of other men, or to 
evaluate the results of their nurture, or to reckon 
their potential possibilities does not warrant any 
certainty of prediction . . . .  This additional test 
now made available through the instrumentality of the 
College Entrance Examination Board may help to resolve 
a few perplexing problems, but it should be regarded 
merely as a supplementary record. To place too greater 
emphasis on test scores is as dangerous as the failure 
to properly evaluate any score of rank in conjunction 
with other measures and estimates which it supplements.
(P. 2)
The first SAT was administered in 1926 to 8,040 students utilizing 
a mulitple choice format. This SAT test was composed of nine subtests 
that included such areas as arithmetical problems, classification, 
artificial language, antonyms, analogies, and paragraph reading. Revised 
in 1928, the subtests were reduced to seven and eventually six in 1929. 
Similarily, 1929 saw the SAT divided into two sections— verbal and 
mathematical. This division of the SAT into two distinct sections was to 
ensure commensuration with the secondary curriculum.
Achievement tests were first introduced in 1937, having evolved 
from the orignial SAT subject-matter exams. Four years later, the scale 
of 200-800 for reporting SAT scores was introduced (History of the 
College Board, 1996, p. 3; Chronology of Developmental Changes in the 
SAT, 1996, p. 3)
In 1947, as the importance and educational role of the SAT 
expanded, the College Board relinquished management control of its 
testing program to a newly formed company called— the Educational 
Testing Service (ETS). The period between 1950 to 1970 spearheaded the
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nationwide expansion of the SAT and its testing center, primarily 
because of the introduction of computers. Computers could score 
larger volumes of answer sheets and do so more quickly and accurately 
than humans. The growth of the SAT as a prominent college testing 
program solidified its first place position among postsecondary schools 
(History of the College Board, 1996).
Charles Eliot's vision for a unified secondary school curriculum as 
a means of ensuring continuity in college preadmission criteria was not 
the only impact on college entrance testing. Others included the works 
of Dr. Alfred Einquist, the developer of the Iowa Tests of Educational 
Development (ITED), who was advancing his own version of a uniform 
college testing program for those postsecondary institutions not 
affiliated with the College Entrance Examination Board. Through the 
collaboration of the Science Research Associates (SRA), Measurement 
Research Center (MRC), and the Iowa Testing Programs (ITP), groundwork 
was laid for the American College Testing Program (ACT) (Peterson,
1983. p. 173).
ACT, a subsidiary of MRC, came to fruition in 1959. It was designed 
after the (ITED) program and was composed of four ITED tests 
(Peterson, 1983, p. 178).
By 1965, the ACT was incorporated and has since grown into the 
the second largest testing organization in the country, surpassed only 
by the Educational Testing Service (ETS), producers of the SAT. Also, 
like the SAT, the ACT evolved into a business conglomerate offering a
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variety of tests and educational services (Peterson, 1983).
The nation's interest in standardized tests in the 1900s was not 
confined solely to "college preparation." Readence and Moore (1983), in 
their historical review of standardized reading tests, stated that the 
1900s produced an impetus for scientific instruments that would identify 
reading ability in students to determine the potential for promotion or 
admission to college. Prior to this time, according to Readence and 
Moore, oral and written exams were poorly administered and scored. The 
arrival of standardized measurements supposedly afforded more 
objectivity in scoring and uniformity in test administration.
Traditional Prediction and Placement Measures 
Prediction Measures
Note; The older version of the SAT, the Scholastic Aptitude Test, 
is discussed in this section to provide the reader with background
information regarding test format and areas of concern that led to ETS
revising the older version.
The Scholastic Aptitude Test (Older Version)
The Scholastic Aptitude Test (SAT) was reviewed by Cohn (1985) in
The Ninth Mental Measurements Yearbook and Gardner (1984) in Test 
Critiques. They describe the Scholastic Aptitude Test accordingly.
Test Format
The SAT has an administration time of three hours and consists of
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six 30-minutes sections: two verbal, two mathematical, a Test of 
Standard Written English (TSWE), and a Research Test. The TSWE, which 
was developed in the 1970s, was added to assess a student's written 
skills for college level work. TSWE scores are reported separately. The 
final section of the SAT— the Research Test— was added to acquire 
information on test items for psychometric properties. Questions from 
the Research section of the SAT are not included in a student's score. 
Gardner (1984) stated that since the introduction of the SAT, the number 
of stimulus items for the subtests have varied, but the format for the 
stimulus items has remained constant since 1975.
The Verbal section comprises 85 items composed of 4 item types;
25 antonyms, 20 analogies, 15 sentence completions and 25 reading 
comprehension exercises (each reading passage contains from three to six 
related questions). Both Cohn and Gardner stated that these test items 
are contained in all verbal sections and ordered from easiest to most 
difficult. In addition to the total SAT Verbal score, students receive 
two subscores; reading and vocabulary. The reading comprehension 
subscore is based on a student's performance on sentence completion and 
reading comprehension items. Reading questions are the exception to the 
ordering rule: they are arranged based on the logic and organization of 
the passage— not level of difficulty. The vocabulary subscore is based 
on a student's performance with the antonym and analogy items.
The Mathematical section consists of 60 items; 20 quantitative 
comparisons and 40 regular multiple choice mathematics questions. Items
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are arranged in levels of advancing difficulty.
The TSWE contains a total of 50 items. There are 35 usage items 
requiring recognition of grammatical errors presented in sentences. The 
remaining 15 items relate to sentence correction and require the 
selection of the most appropriate phrase for a sentence segment from 
among provided alternatives (Cohn, 1985; Gardner, 1984).
Scoring
Scale scores are used to report SAT performances. For Composite 
scores a three digit format is used. The SAT scale ranges from 200 to 
800, with the final digit reported as zero. Subtest scores are reported 
(i.e., reading, vocabulary) by using a two digit format (i.e., 20 to 
80). Scores for the TSWE test are reported similarly on a scale ranging 
from 20-60+. Students are also given percentiles corresponding to their 
scores for three different comparison groups; college-bound seniors 
nationally, college—bound seniors statewide, and a national sample of 
high school students (Cohn, 1985; Gardner, 1984).
Norming of the SAT
SAT test takers in 1941 served as the sample for the norming 
of the Scholastic Aptitude Test (College Board, 1994). The sample 
group was predominately white males (Forty-first Annual Report, College 
Board, 1996).
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Test Effectiveness
Gardner (1984) considered the scoring scale to be a strength of the 
SAT. According to him, the use of both point (reporting verbal 
subscores on a scale from 20-80, by dropping the trailing zero) and 
interval estimates (reporting scores on a scale ranging from 200-800, 
with the final digits being zero for Total Verbal and Math scores) 
reduced the possibility of test misinterpretation by students. Also, 
the use of percentiles for the scale scores of the three comparison 
groups: college-bound seniors nationally, college-bound seniors 
within the students' own state, and a national sample of all high school 
seniors gives the individual student a point of origin in deciphering 
the mean of test scores (p. 14).
In analyzing weaknesses in the SAT, the focus is on the 
predictiability of the instrument. Gardner (1984) acknowledged studies 
revealing the underprediction of females and African-Americans by the 
SAT (p. 17). The issues of predictability and coaching will be further 
examined in this study. Regarding the TSWE, Cohn pointed out the 
limitation of the test in measuring written language skills (Cohn,
1985, p. 363). Cohn revealed that African-Americans scored more than 1.0 
standard deviations below Whites on the TSWE as compared to 0.7 standard 
deviation on essay writing. Citing validity issues on the TSWE, Cohn 
expressed doubts on the ability of the TSWE to effectively assist 
colleges in the placement process (Cohn, 1985, p. 363).
Cronbach (1985) stated that test items for some of the SAT's subtests
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are poorly written. Other cited flaws in the SAT included charges that 
the use of antonyms on the verbal section encouraged memorization and 
the assumption that the SAT lacked the ability to measure cognitive 
skills needed for academic success (Aiken, 1985; Geisinger, 1984).
The Revised SAT (Newer Version)
The newly revised Scholastic Assessment Test was introduced in 
March, 1994 by the College Board. Rigol (1994) noted that newer 
revisions were the most extensive in the history of the Scholastic 
Assessment Test (SAT). The College Board elected to replace the term 
"Aptitude" with "Assessment" to avoid implications that the SAT is a 
measurement of intelligence (Jordan, 1993). The revised SAT has retained 
rudiments of its former self such as the sectional format— Verbal and 
Math and the familiar scoring scale of 200-800 (Shea, 1993). The most 
significant changes included the deletion of the TSWE and antonym items, 
and, the SAT Verbal subscores (reading and vocabulary) (The New York 
Report, 1995).
Format of the Revised SAT
Rigol (1994) and the College Board (1990-91) describe the revised 
SAT accordingly.
Reasoning Test, termed "SAT 1," encompasses both the Verbal and 
Mathematical sections. The Verbal section— is comprised of 78 mulitple 
choice items, and is 75 minutes in length. Test items are divided among 
19 analogies, 40 critical reading questions and 19 sentence completions.
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A new format for assessing reading comprehension involving double 
passages that present two differing viewpoints on the same or related 
topics, and longer reading passages (up to 850 words).
The Mathematical section consists of 60 items; 50 multiple 
choices and 10 items which require students to produce their own 
answers. The test is 75 minutes in length and students are permitted 
to use calculators on the revised SAT.
The Subject Tests, termed "SAT II," represents an expansion of the 
Achievement Tests for assessment in writing, literature, history, 
science and foreign languages. The most prominent additions to the 
Achievement Tests have been the use of calculators for the Math 
IIC test.
The Writing Test consists of a 60 item multiple choice format that 
also constains a 20 minute writing exercise. Students are required to 
demonstrate proficiency in improving sentences and paragraph structures, 
identifying sentence errors and revision of their own writing (Rigol, 
1994; The College Board Review, 1990-91).
Scoring
As indicated by the College Board (1994), the scale score range 
(200-800) and percentiles for the revised SAT have remained unchanged.
To reflect a more contemporary test taking group, the College Board 
(1994) indicated that it had "recentered" the scale for the new SAT.
The average score for verbal and math scores is now 500. Before, the
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revisions, the 1941 scale with its average score of 424— verbal 
and 478— math was used as a reference point in comparing other test 
takers. Recentering of the scale produced higher test scores, but the 
value in comparison to other students in the entering class remained 
unaffected according to the College Board. Scores from the former, 
non-recentered SAT can be compared to the revised, recentered SAT by- 
using the equivalence tables (College Board, 1994).
Norming of the Revised SAT
Nearly a million students tested in 1988-89 and 1989—90 comprise 
the norming group used to establish the new SAT scale (Young, 1995, p. 
61). The performance of African-American and White students are shown 
in Table 2.
Table 2
Norming Group Test Performance 
For The Revised SAT
Year
Number of 
Participants % Verbal Math
*A-A 1988-89 97,488 9 353 384
*W 1988-89 813,116 77 445 490
A-A 1989-90 94,311 10 352 385
W 1989-90 694,976 73 442 491
*A-A = African-American 
*W= Whites
(Educational Testing Service, Arlene Rohrer, Supervisor of Inquiry 
Department, January, 13, 1997)
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Test Effectiveness
Strengths identified in the new SAT reflect recognition of the 
social and educational trends of the 90's (Smith, 1994). Young (1994) 
pointed out that the new SAT was designed to enhance its ability to 
assess higher level cognitive skills required for successful college 
work. Lack of this ability has been a criticism leveled at its 
predecessor.
Expansion of test time was noted by Smith (1994) as a positive 
aspect of the newly revised Scholastic Assessment Tests (SAT). According 
to Smith, the "older version of the [Scholastic Aptitude Test] allotted 
students 60 minutes to complete 85 problems. On the new fScholastic] 
[Assessment Tests], students have 75 minutes to complete 78 problems— a 
gain of fifteen minutes" (p. 753).
A similar expansion of problem-solving time is provided for the 
Math section. Smith (1994) stated students had "60 minutes to answer 60 
problems on the old SAT. On the new Math section students now have 75 
minutes— a gain of twenty-five seconds more per problem" (p. 753).
Recentering the SAT on a more diversified and contemporary sample 
has been recognized as an advancement of the test. The former SAT was 
normed on a selective, predominately white male sample (College Board, 
1996).
Inspite of the SAT's revisions, some weaknesses have been cited, 
and a certain amount of controversy regarding predictability and 
coaching continues to center around it (Shea, 1993; Smith, 1994).
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Note: Throughout the remainder of this study, any reference to the SAT, 
will be reflective of the newer version— the Scholastic Assessment Test. 
This is due to the fact that the newer version of the SAT is now being 
administered to high school students tor college admission (Crosstown 
University Admission Office, Personnel Staff, July 23, 1997).
The American College Testing Program
Aiken (1985), Kiefer (1985) and Geisinger (1984) reviewed The 
American College Testing Program (ACT). Aiken's and Kiefer's review 
appeared in The Ninth Mental Measurements Yearbook, and Geisinger1 s 
review was published in Test Critiques. They describe the American 
College Testing Program test accordingly.
Test Format
The ACT is comprised of three major components: Academic Tests, a 
Student Profile Section and an Interest Inventory.
The Academic Ability Test consists of four subject-matter tests:
(1) English Usage— a 75 multiple choice item test, 40 minutes in
length, that measures basic writing skills. The test is
composed of several prose passages with certain underlined 
and numbered sections. Four alternatives are provided, and 
the student is required to select the most appropriate 
answer for the paragraph.
(2) Mathematical Usage— a 40 multiple choice item test, 50 
minutes in length, that measures mathematics reasoning 
skills. Five alternative selections are provided for 
student selection.
(3) Social Studies Reading— a 52 question item test, 35 minutes
in length, that measures comprehension, analytical and problem 
solving skills for social sciences. Four alternatives are
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provided for selection.
(4) Natural Sciences Reading— a 52 multiple choice item test, 35 
minutes in length, that measures critical reasoning, and 
problem solving skills required in the natural sciences.
Four alternatives are provided for selection (Aiken, 1985, p. 29; 
Geisinger, 1984, p. 13).
The Student Profile Section (SPS) consists of 192 items that 
students complete when registering to take the ACT. This non-test 
obtains demographic information, high school information, work 
experience and community service from each potential examinee.
The ACT Interest Inventory, like the SPS, consists of 90 items 
which survey students' interests in such areas as creative arts, science 
business contact and social services. Fifteen three-point items are 
provided for students to indicate their degree of likes and dislikes 
(Aiken, 1985, p. 30; Geisinger, 1984, p. 16).
Scoring
Five scores are generated from the Academic Tests— four standard 
scale scores and a composite score which is the average of the standard 
scores on the four separate Academic tests. The tests are scored on a 
performance scale ranging from 1 (very poor) to 36 (very high) with a 
mean of 18. Percentile ranks, normed on college-bound students, are 
presented in combination with test scores.
The ACT Interest Inventory [six scores] consists of a standard 
score scale which has a mean of 50 and a standard deviation of 10 
(Geisinger, 1984, p. 19).
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Norming Sample
According to Geisinger (1984), norms for the ACT were based on a 
10% sample of Fall 1982 freshmen at 1,097 institutions. The 
sample totaled approximately 42,500 students (p. 20). The national 
norms consisted of 10 demographic categories: (a) college type/highest 
degree, (b) control of college (i.e., public or private), (c) college 
type/ control of college dimensions, (d) geographical region,
(e) college type/region, (f) student age during time of matriculation, 
(g) family income, (h) planned educational major, (i) racial/ethnic 
background and (j) handicapped student (p. 20).
ACT Inventory interim norms were developed with the first use 
of the Inventory scale in 1977-78. These norms were based on a 
random sample of 3,000 test-takers. Final norms were developed in 
1977 from a sample of 2,940 examinees. This sample was of comprised 
1,247 males [42%j, and 1,693 females [58%] drawn from a random 
sample of 200,000 potential ACT examinees (p. 21).
Test Effectiveness
Kiefer (1985) in his review of the ACT identified areas of strength 
such as the: (a) correlation of subject tests with high school 
curricula, (b) cohesive writing style used for the test format and 
(c) absence of score correction for guessing (p. 30).
Weaknesses in the ACT center around test norms. Geisinger (1984) 
stated the norms were not representative of the college population.
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Females [58%] and midwesterners [32%] were overrepresented. Easterners 
[13%] and westerners [6%] were underrepresented (p. 21). Equally, the 
norms along racial lines were questionable. Whites made up 74% of the 
norming sample and African-Americans 8%. As with the SAT, the ability of 
the ACT to predict academic success among females and African-Americans 
has been challenged (Shea, 1993).
The Degrees of Reading Power
Note; The Degrees of Reading Power (DRP) is the reading measure 
administered by Crosstown University, the test site for this study. 
Therefore, discussion of the reading assessment measure is based on the 
DRP as opposed to the Nelson Denny Reading Test; the more prevalent 
reading assessment measure used by a majority of colleges.
The Degrees of Reading Power (DRP) was reviewed by Stroker 
(1987) in Test Critiques and Bruning (1985) and Hanna (1995) in The 
Ninth Mental Measurements Yearbook. They describe the Degrees of 
Reading Power test accordingly.
Test Format
The Degrees of Reading Power Test (DRP) test was developed in the 
1980s to evaluate reading ability necessary for every day situations.
The DRP test is composed of a series of passages arranged by levels of 
increasing reading difficulty. The 325 word passages each contain seven 
sentences with a deleted word, and for each deletion, five alternatives
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are provided (Bruning, 1985; Hanna, 1985; Stroker, 1987).
Crosstown University, the site for this study, describes the "DRP as 
an untimed multiple-choice test which takes most students about 60 minutes 
to complete." (Crosstown University Reading Placement Exam Registration 
Form).
Scoring
Scores for the DRP are scaled for the readability of the passages,
A standard readability formula is used to derive DRP passage scores. Raw 
scores are converted to DRP units ranging from 15— 100. Larger scores 
indicate the ability to read and comprehend more difficult passages. 
Readability is assessed at three levels: (a) independent— which refers to 
the difficulty of materials a student can read and comprehend without 
assistance, (b) instructional— which refers to the difficulty of 
materials a student can read and comprehend with assistance and (c) 
frustration— which refers to the difficulty of the material a student 
would find uneasy and frustrating to read (Bruning, 1985, p. 443;
Stroker, 1987, p. 122).
Crosstown University uses the "independent level" in 
identifying its incoming freshmen for reading placement (Crosstown 
University Reading Coordinator, March 5, 1997).
Norming
The DRP sample was composed of 34,000 students in grades 4-12. 
According to Hanna (1985) and Stroker (1987) this sample reflected




As stated fay Stroker (19S7) and Bruning (1985), the Degrees of 
Reading Power (DRP) represents an innovative testing instrument 
designed to assess a student's level of readability (i.e., independent, 
instructional, and frustration). The DRP assists teachers with the 
selection of appropriate reading materials. In contrast, Stoker, Bruning 
and Hanna noted weaknesses in the norms for the DRP. First, the 
selection of its sample group was from only one state— New York. As the 
authors pointed out, such a limited sample selection was not 
commensurate with the general population. Second, Hanna (1985) remarked 
that inconsistencies in the ethnicity of sample gradewise (i.e., 
African-American examinees in Grade 10 were about 13% and in Grade 11 
about 4.0% ) made DRP norms questionable (p. 444). Third, the use of a 
non-fiction prose format for the DRP was considered by Stroker, Bruning 
and Hanna to be a shortcoming. These authors reasoned that a student's 
inability to comprehend non-fictional materials may not be applicable to 
his or her performance with fictional material.
The Writing Sample Placement Test (WSPT)
The Writing Sample Placement Test (WSPT) is used by Crosstown 
University to evaluate writing skills. The WSPT is administered to all 
incoming freshmen and transfer students to identify entrants for either 
regular English composition (HOC) or developmental writing courses.
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Administrators at Crosstown University, described the WSPT as a 
90-minute essay test. A student is expected to write a 400 to 500 word 
expository essay responding to one of two "should," "would," or "could" 
questions derived from three topic areas: Basic Human Rights, Television, 
and Education" (Crosstown University, Facts About the Writing Sample 
Placement Test, 1989).
Per Crosstown University's description (1989), evaluation criteria 
are used by the reader-examiner to evaluate the student along four 
dimensions: (a) organization and development, (b) expression, (c) sentence 
structure and (d) spelling, usage and punctuation. These evaluation 
criteria outline various grammatical features (i.e., lack of an 
introduction, lack of coherence within paragraph, failure to write on 
assigned topic, wordiness, spelling errors, verb forms, etc.) to be rated 
by the reader-examiner in scoring the student at each dimension. Students 
receive a level-grade indicating their performance on the essay test. The 
level-grade scale used by Crosstown University is described accordingly:
Level 1— writing abilities are superior to those of the 
average freshmen student entering English H O C
Level 2— writing abilities are equivalent to those of the 
average freshmen student entering English 110C
Level 3— writing abilities are weaker than those of the 
average freshmen student entering English H O C
Level 4— writing abilities are equivalent to those of a 
student entering General Studies 050, or
Level-5— writing abilities are equivalent to those of a
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student entering General Studies 051-ESL (English
as a Second Language) or ELC-ESL (a non-credit
course offered by the English Language Center)
(Crosstown University Facts About the Writing 
Sample Placement Test, 1989).
Note: The grade levels 1 and 3 will be used as the designated
WSPT criterion for identifying a first time college freshman student as
Predicted Success (PS) or Potential Difficulty (PD) for this study.
The Test of Adolescent and Language
The TOAL-3 authors acknowledged that while this test does not 
reflect "any one scheme or theory," it does focus "on some of the more 
important aspects of language that need to be assessed" such as form 
(i.e., spoken or written), features (i.e., semantics, syntax, 
morphology, phonology and pragmatics) and systems (i.e., receptive and 
expressive) (p. 4) in determining language competence in an individual.
Test Format
Eight subtests comprise the battery of the TOAL-3 framework and are 
described by the test authors accordingly:
Subtest 1: Listening/Vocabulary
This subtest measures the ability to comprehend the meaning 
of individually spoken words.
Subtest 2 : Listening/Grammar
This subtest measures the ability to comprehend that spoken 
sentences using different grammatical or syntactical 
structures can have similar meanings.
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Subtest 3 : Speaking/Vocabulary
This subtest measures the ability to use individual words 
correctly in spoken sentences.
Subtest 4 : Speaking/Grammar
This subtest measures the ability to produce grammatically 
complex sentences in speech.
Subtest 5 : Reading/Vocabulary
This subtest measures the ability to comprehend the meaning 
of individual printed words.
Subtest 6; Reading/Grammar
This subtest measures the ability to recognize that written 
sentences utilizing different grammatical or syntactical 
forms can have similar meanings.
Subtest 7 : Writing/Vocabulary
This subtest measures the ability to use individual words 
correctly in written sentences.
Subtest 8 : Writing/Grammar
This subtest measures the ability to write grammatically 
and syntactically appropriate sentences (p. 37).
Scoring Procedures
Raw score percentile conversions are provided by the authors o 
the TOAL-3. The test authors provide percentages to allow for 
comparisons between the performance of the examinee and a sample 
population.
Subtests on the TOAL-3 are presented as standard scores with a 
mean of 10 and a standard deviation of 3. The TOAL-3 authors stated 
that standard scores permit intraindividual comparison of measured
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abilities. The "% Included” column is indicative of the percentage of 
population representated by each category. These standard scores 
are shown in Table 3.
Table 3
TOAL-3 Subtest Standard Scores
Standard Score Description Included
17-20 Very Superior 2.34
15-16 Superior 6.87
13-14 Above Average 16.12
8-12 Average 49.41
6-7 Below Average 16.12
4-5 Poor 6.87
1-3 Very Poor 2.34
TOAL-3 Composite Quotient
According to Hararaill and his colleagues (1994), Guilford and 
Fruchter's (1978) formula for pooling variance was used to acquire 
quotients for the composites. The Composites are derived from the 
various subtests. There are 11 Composites for the TOAL-3: General 
Language, Listening, Speaking, Reading, Writing, Spoken Language,
Written Language, Vocabulary, Grammar, Receptive Language and Expressive 
Language. Quotients for the test have a mean of 100 and a standard 
deviation of 15. Hamraill et al. (1994) stated that the composite 
quotients were more reliable (in comparison to the subtests) when 
examining intraindividual strengths and weaknesses (p. 50). See table 4.





Quotient Description % Included
131-165 Very Superior 2.34
121-130 Superior 6.87
111-120 Above Average 16.12
90-110 Average 49.51
80-89 Below Average 16.12
70-79 Poor 6.87
35-69 Very Poor 2.34
Norming Procedures
The TOAL-3 authors stated that the test was normed on a sample of 
3,056 individuals residing in 26 states; Alabama, Alaska, California, 
Colorado, Georgia, Hawaii, Kansas, Kentucky, Louisiana, Michigan, 
Minnesota, Mississippi, Missouri, Nebraska, New Hampshire, New Mexico, 
New York, North Carolina, North Dakota, Ohio, Oklahoma, Pennsylvania, 
Texas, Utah and Vermont. Of the total numbers of subjects tested, 1,512 
were tested in 1980, 957 in 1986-87, and 587 in 1993. The demographic 
breakdown of the sample which included gender, race, ethnicity, 
geographic region and postsecondary level are shown in Table 5.
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Table 5
Demographic Breakdown of Sample Group













Native American/Eskimo/Aleut 02 01
African-American 15 14
Hispanic 08 11
Oriental/Pacific Islander 02 03
All Other 73 71
Geographic Region
Northeast 21 19




Four-year College Degree 59 58
Programs
Two-year College Programs 24 23
Vocational Certificate 17 19
Program
Grade and Age Equivalents
Hammill and his associates excluded grade and age equivalency in
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interpretating the TOAL-3 subtest scores because they felt (a) traits 
being evaluated by the TOAL-3 were not grade related, and (b) age 
equivalency was inapplicable when used to evaluate adolescent and 
adult language (p. 51).
Test Reliability 
The following section provides an overview of the three areas 
utilized to ascertain TOAL-3 test reliability: content sampling, time 
sampling and scorer difference.
Content Sampling
Hammill and his colleagues stated that for the TOAL-3 to be 
considered reliable "the reliability coefficients associated with its 
scores should approximate or exceed .30" (p. 53). This level is 
considered acceptable by psychometric experts in discriminating between 
a reliable and unreliable evaluative instrument (Hammill et al., 1994, p. 
54.).
In examining content sampling, coefficient alpha was used to 
investigate the internal consistency reliability of test items. This was 
done to determine whether or not the TOAL-3 test items measured 
purported test characteristics. Pertinent to the subtests, the internal 
consistency coefficients reportedly reached or exceeded .80. For the 
Composite scores, all but one of the coefficients alphas reached or 
exceeded .90. Based on the findings, the test authors concluded that 
the TOAL-3 has adequate consistency reliability.
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Time Sampling
The test authors conducted time sampling to determine test— retest 
results using two age groups, middle school students and college 
students. Each test group was given, the TOAL-3 and, after a two-week 
period, was tested again. Results of the two tests were compared. 
Findings indicated the average coefficient for the subtests and 
composites exceeded .80. Therefore, the time sampling error for the 
TOAL-3 was minimal as concluded by Hammill et al. (1994, p. 55).
Scorer Differences
Scorer differences were examined to investigate the degree of 
subjective judgment among test scorers. This was particularly relevant 
for the writing/vocabulary, speaking/vocabulary and writing/grammar 
subtests. Reliability was estimated by the random drawing of Answer 
Booklets for 100 test subjects from the standard sample. Each individual 
Answer Booklet was assigned to one of the three performance groups based 
on the student's overall score on the 5 tests: upper third of the 
distribution, middle third and bottom third. Answer Booklets were graded 
by 6 scorers. Mean scorer reliability reached or exceeded .90.
The test authors concluded that these findings indicated similarity in 
scorers' grading on these three subtests (p. 56).
Test Validity
This section provides an overview of the three areas used to 
exam TOAL-3 test validity: content, criterion-related, and construct.
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Content Validity
Hammill et al. (1994) provided two examples of content validity:
(a) the rationale for the subtests' content and formats, and (b) the 
validity of the items (p. 59).
Rationale for the selection of the subtests' content and format 
centered on identifying constructs to be measured and formats that were 
a suitable representation of the various aspects of spoken and written 
language (form), receptive and expressive language (Systems), and 
vocabulary and grammar (Features) (p. 5). The test authors sought to 
utilize formats recognized in popular tests such as the Peabody 
Picture Vocabulary Test-Revised (Dunn & Dunn, 1981), Test of Language 
Development-Primary (Newcomer & Hammill, 1988), Receptive One-Word 
Picture Vocabulary Test (Gardner, 1985) and the Northwestern Syntax 
Screening Test (Lee, 1969).
Content and format for the TOAL-3 subtests, as indicated by Hammill 
and his colleagues (1994) are as follows:
1. Subtest 1: Listening/Vocabulary— the format of this 35
item subtest is a variation of the familiar "point-to- 
the-picture-of-the-word-I-say" technique. For the 
TOAL-3, the examiner says a word and asks the student to 
select from among four pictures the two that go best with 
the stimulus word.
2. Subtest 2: Listening/Grammar— the format of this 35
item subtest involves the examiner reading aloud three 
sentences to the examinee. The examinee selects the two 
sentences that express the same thought.
3. Subtest 3: Speaking/Vocabulary (SV) and Subtest 7:
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Writing/Vocabulary (WV)— both of these subtests contain 
the popular method of measuring vocabulary, by having 
people define the meanings of words either spoken to 
them or read by them. Subtest 3— the format of this 25 
subtest involves the examiner saying a word and the 
examinee orally uses the word in a sentence.
Subtest 7— the format of this 30 item subtest involves 
the examinee reading a word silently and writing a 
sentence using the word.
4. Subtest 4; Speaking/Grammar— the format of this 30 
item subtest requires the examinee to repeat sentences 
spoken by the examiner.
5. Subtest 5: Reading/Vocabulary— the format of 30
item subtest requires the examinee to select two words 
from among four alternatives that more closely relate 
to the three stimulus words. This format utilizes 
silent reading.
6. Subtest 6; Reading/Grammar— the format of this 25
item subtest requires the examinee to select two 
sentences from among five alternative that have nearly 
the same meaning.
7. See Subtest 7 along with Subtest 3
8. Subtest 8: Writing/Grammar— the format of this 30
item subtest requires the examinee to combine two or 
more sentences into one sentence, by incorporating 
all of the essential components included in the 
series of short stimulus sentences provided (p. 62).
Item Analysis
The authors remarked that, in designing the TOAL-3, every 
effort was made to identify "good" items and discard "bad" items. For 
the TOAL-3, all 72 median coefficients of discrimination (item-test 
correlations) were statistically significant at or beyond the 5% level 
of confidence, making the TOAL-3 subtest items acceptable at the levels 
tested (p. 62).
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Criterion Related Validity
The TOAL-3 authors stated that the more common procedure for 
examining criterion-related validity involved correlating the novice 
test with a more popular test or tests of similar abilities. Six 
criterion-related validity studies were reviewed by the test authors. 
Results from a majority of the criterion-related validity studies 
yielded coefficients of .80 or above. These findings supported a 
positive relationship between the TOAL-3 and other spoken and written 
language tests. Moreover, these results provided conclusive evidence of 
the criterion-related validity of the TOAL-3 by showing the test's 
ability to identify individuals with language-learning disabilities 
(p. 64).
Construct Validity
As stated by Hammill et al. (1994) procedures for demonstrating 
construct validity evolved from a three step process: (a) identifying 
the many constructs presumed to account for test performance, (b) 
generating hypotheses based on the identical constructs and (c) 
verifying these hypotheses by empirical or logical methods. Six 
constructs and testable questions relative to the TOAL-3 were generated 
by the test authors. These constructs and questions centered on some of 
the following issues: (a) individual language performances relative
to chronological age, (b) degree of subtests interrcorrelation, (c) test 
correlation with other measures of intelligence and (d) delineation of
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language among normal and disordered individuals.
Subtest Interrelationships
The TOAL-3 authors stated that raw scores for the TOAL-3's entire 
normative population were intercorrelated. All coefficents were 
reportedly significant "at beyond the 1% level." The authors concluded 
that findings demonstrated the positive relationship between the subtests 
and supported the test's construct validity (p. 66).
Relationship of the TOSL-3 to Other 
Tests of Cognitive Ability and Intelligence
In assessing the correlation of the TOAL-3 with tests of 
intelligence, Hammill and associates used the California Short-Form 
Test of Academic Aptitude (SFTAA). Results yielded a coefficient 
of .79 for the relationship between the general language quotient (GLQ) 
and the total SFTAA (p. 66). The relationship of the TOAL to math 
competence was studied by McEntire because of the necessity for adequate 
intellectual ability in solving mathematical concepts (cited by Hammill 
et al., 1994). In her study, McEntire correlated the TOAL values with 
math scores from the SRA Achievement Series. Moderate to very high 
correlations were demonstrated with the TOAL subtests and the math 
scores (p. 67).
Group Differentiation
The TOAL-3 authors located seven studies that examined the ability 
of the test to distinguish between normal and language-impaired
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individuals. These studies were composed of "12 samples of individuals 
representing (a) learning disability, (b) mental retardation, (c) 
emotional disturbance, (d) judicated persons, (e) poor readers and (f) 
normal classification" (Hammill et al., 1994, p. 67). Hammill and 
colleagues stated that findings from these studies yielded strong 
support for the TOAL-3's construct validity.
Controlling for Sias 
Hammill and associates (1994) noted that the TOAL-3 was 
constructed to reduce the possibility of cultural and social bias. Yet, 
the authors acknowledge that the TOAL-3 demonstrates bias regarding 
the English language in that most of the sub tests are verbal. Therefore, 
an individual is required to both process test stimulus and respond in 
English. Studies were conducted to ascertain bias along racial and 
gender lines. Resulting coefficients from the studies yielded "little or 
no racial or gender bias" (p. 73 ).
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Colleges Preadmission Measures and Student Preparation
Contrary to popular belief, the issue of underprepared college 
students is not solely the concern of open-admission colleges.
Ledennan Ribaudo and Ryzweic's 1986 national survey of 1,269 public and 
private postsecondary institutions found that in 85% of the responding 
institutions, poor academic preparation among entering freshmen was 
perceived to be "very much of a problem" or "somewhat of a problem." 
Prominent colleges such as Harvard, Yale, Princeton, and Columbia are 
faced with the matter of underprepared students. Green, Paramanth and 
Melcies (1991) asserted that this epidemic of underprepared college 
students nationwide is the result of the declining enrollment of 
traditional students. Policies of equal opportunity brought an increase 
in the numbers of high risk students admitted to offset increasing 
attrition of more traditionally prepared students (McCauley, 1998; C. A. 
Miller, 1990). Actually, from an historical perspective, "the 
underprepared freshman" has actually been an ongoing dilemma. 
Underprepared college students have plagued institutions of higher 
learning since the founding of the first college in America, long before 
the integration of underrepresented minorities.
Mickel and Chapel (1989) stated that during the 1800s, colleges 
such as the University of Michigan and Iowa State were confronting the 
problem of entering students inadequately prepared for college life.
By 1896, Iowa State College was forced to establish remedial programs
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high numbers of entering students with deficiencies in basic skills. 
Rudolph (1972) in his historical account of the colonial colleges, 
stated that because of the limited numbers of primary and secondary 
schools, the nature of educational training received by colonial 
children varied. Some were tutored by parents; the more privileged by 
clergyman or private preparatory school. Social class had a great 
bearing on a young man's preparation and pursuit of a college education 
in the colonial days. Today, similar comparisons can be made regarding 
the type and quality of educational training received by White 
younsters in comparison to African-American youngsters. As the 
population of postsecondary schools increased throughout the nation, and 
public high schools came into vogue, students entered college with 
varying levels of prepardedness. Discrepancies in entrants’ 
prepardedness led to the creation of the College Board and the push 
for a standardized entrance test for admission (College Board, 1996; 
Hawkins, 1972).
Erickson (1979) remarked that dropping-out among poorly prepared 
college students occurs less frequently at highly selective colleges.
He attributed this to selective colleges having access to more 
resources because of their financial stability. A variety of resouces 
are available to aid the underprepared student to curtail the potential 
to withdraw. The general perception is that academically talented 
students at competitive colleges are more likely to be successful and 
to persist to graduation than students entering less competitive colleges
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with lower SAT scores and lower grade point averages (Wratcher, 1991). 
Wratcher (1991) however found the potential for academic failure may be 
greater among talented students than among underprepared students. He 
noted that in high school some talented students had a tendency to use 
their superior ability to conceal any other academic weaknesses (e.g., 
they may have been brillant in math, but weak in writing). Moreover, 
like their peers, these talented students functioned within a 
teacher-directed environment, which further minimized academic deficits. 
In this teacher-directed environment, the teacher structured the 
student's study-time, provided guidance as to pertinent information to 
be studied for assignments, and provided assistance with difficult 
study material. Once in college, some talented students were unable to 
maintain the illusion of superiority. The rigorous demands of college 
academics and most importantly, the shift from the teacher-directed 
environment to a student-directed environment was difficult for some 
talented students to traverse (Wooley, 1986). Unaccustomed to failure 
and embarrassed by their academic difficulty, some of these students 
simply dropped-out (p. 172).
Traditional Prediction and Placement Measures: An Overview
Standardized Tests
Frierson (1986) asserted that the need for competitive performance 
on such standardized measures as the SAT or ACT for educational 
opportunities placed minorities at a disadvantage as compared to White
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students. According to Frierson, years of discrimination, racism and 
educational inequalities are responsible for the low performance of 
African-Americans on standardized tests. He further added that because 
standardized tests in this country have assumed a place of significance 
at all levels of education, they signify "competition in the clearest 
sense" (p. 38). Astin (1982) observed how the meritocratic practice in 
America benefited one race or class, but functioned as a detriment in 
the educational mobility of others, especially disadvantaged minorities 
simply because opportunities for advancement are linked to test 
performance. Similarily, S. T. Johnson. (1988) noted the sensitivity 
among minorities relative to test fairness because of the historical, 
and continual, use and misuse of these instruments.
Cole (1987) stated that despite a thirty-year old debate on test 
bias and misuse, pertinent to African-Americans, the popularity of 
standardized tests for college admission continues. Prominent colleges 
utilize such tests as the SAT or ACT to maintain the appearance of 
"selectivity" that is fostered by the interest of some educators and 
the mass media (Wright, 1991). Crouse and Trusheim (1988), authors of 
the book, The Case Against the SAT, noted that the SAT does very 
little to aid colleges, students or minorities in the selection 
process. According to Crouse and Trusheim, the SAT increased the success 
of the selection process by only 3%, suggesting a definite need for 
alternative admission measures. Bob Schaefer (cited by Rodriguez, 1996), 
an official with Fairtest (a group critical of standardized tests)
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argued that "a heavy reliance on standardized test scores is a major
cause of discrimination. Test scores have in effect become a race-based
criteria that discriminate against people of color and women” (p. 9).
Grissmer (cited in Chenoveth, 1996a), a researcher with the Rand
Corporation, remarked that the SAT is "worthless in terms of assessing
educational process" (p. 10). Grisser further noted that a better
measurement of academic achievement is the National Assessment of
Education Progress (NAEP) which administers tests to 17 year olds every
four (4) years. He stated:
When NAEP data is used to assess whether there has been 
a drop or increase in educational attainment, the story 
is dramatically different from when SAT scores are
used. While overall SAT scores have been declining
(though Black SAT scores have been rising), NAEP scores 
have been increasing— particularly for Black students 
and even more particularly in the South and West, the 
two regions in which white students have also posted 
the greatest gains, though not as dramatic as Blacks.
(p. U )
Cole (1987) asserted that the practice of "coaching" made 
unreliable the assumption that the SAT measured aptitude. And, that 
the affect of "coaching" might be a partial explanation for the variance 
in test scores of African-Americans and Whites.
Coaching for the SAT is a thriving business with nearly 150 
companies offering coaching services to thousands of students annually 
(Smyth, 1989). Bracey (1990) reported that students and their families 
spend nearly 150 million dollars annually on the SAT, coaching and 
supplementary materials. Ensuing debates, pertaining to the benefit of
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coaching, on the SAT or ACT have been examined in several studies. 
Findings from these studies have yielded incongruities. Smyth (1989) 
found an overall gain of six (6) points on the Verbal section of the SAT 
and a thirty-two (32) points gain on the Math section between prepped and 
unprepped groups. More significant gains were observed on the Math 
section. Smyth concluded that whether students undergo preparation or 
not, repeated SAT test-taking (i.e., taking the test two or three times) 
improved test performance. Studies by the College Board (1991) have 
yielded similar results. The College Board reported only a six (6) point 
gain on the SAT Verbal score and an eighteen (18) point gain on the SAT 
Math score between coached and uncoached students. Carris (1995) stated 
that despite denials from the College Board that coaching affects are at 
best minimum, a study performed by the organization "Fairtest" indicated 
othewise. "Fairtest" concluded that "good" coaching does increase the 
average SAT score by 100 points (p. 31). S. T. Johnson (1988) 
illustrated the effects of coaching by citing a study performed by the 
NAACP in which African-American youngsters from low income backgrounds 
were given preparatory coaching. These youngsters were able to increase 
their SAT scores by an average of 70-85 points on the math and verbal 
subtests; with some subtests scores increasing by as much as 200 points 
(p. 83). In recent years, African-American students have shown gains on 
standardized test scores (Chenoweth, 1996b; Shea 1986; 1993). Lloyd’s 
(1987) analysis of SAT scores for 1976-86 revealed verbal scores rose 
by 5.8% and mathematical scores by 6.5%, while non-minority students for
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the same period posted a 9% decline for verbal and an 8% decline for 
mathematics. Lloyd (1987) viewed the increases with skepticism, 
primarily because of the national priority to raise test 
scores for African-Americans (Lewis, 1996). Garibaldi (1986) voiced 
similar concerns while recognizing the steady gains recorded in SAT 
scores since 1976, particularly gains in the SAT scores of 
African-Americans (Walzer, 1995). The College Board attributed this 
increase in test scores to the larger number of students taking college 
preparatory courses (College Board, 1995; Shea, 1993). However, there 
remains nearly a 100 point discrepancy between the Composite SAT scores 
of African-American and White students (Lewis, 1996; Walzer, 1995; 
McPherson & Schapiro, 1991). As Shea (1993) noted, African-American 
students had an average SAT score of 353 on the verbal section and 388 
on the math section, while White students averaged 444 on the verbal and 
494 on the math. The discrepancy in scores alone racial lines have led 
to charges that, besides the issue of coaching, the SAT may be more a 
reflection of race and class than ability. This viewpoint is supported 
by findings in a report entitled, Perspectives on Education in America 
(Phi Delta Kappan, 1993). This report revealed that SAT scores 
correlated highly with family income. Those students from families with 
incomes greater than $40,000 scored above the national average on the 
SAT. Those students whose families earned less than $40,000 annually 
scored below the national average of 896. "In 1991, 16% of all
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graduates who took the SAT came from families with annual incomes of 
less than $20,000, but . . . 38% of Black test takers came from such 
families" (p. 269).
Studies, on predictors of college success involving traditional 
standardized measures such as the SAT or ACT, have produced disparate 
results along racial, gender, and economic lines. Regarding race, in 
earlier studies by Munday (cited in Stanley & Thomas, 1979), Stanley and 
Porter (1967) and Cleary (1968) revealed that SAT and ACT scores were 
more accurate indicators of freshmen grade point average (FGPA) among 
African-Americans and Whites than HGPA. Munday used the ACT to examine 
the academic performance of African-Americans attending predominately 
African-American colleges, while Cleary (1968) used the SAT to examine 
African-Americans attending integrated postsecondary schools. Later 
studies, on the predictability of traditional admission measures on the 
performances of African-Americans and Whites, yielded differing results. 
Astin (1982) found standardized achievement tests such as the SAT a weaker 
predictor of African-Americans' college GPAs in comparison to their high 
school performances. D'Augelli and Hershberger (1993) noted that high 
school academic performance was a stronger predictor while standardized 
tests were less conclusive. Morgan (cited in D'Augelli & Hershberger,
1993) remarked that both HGPA and SAT provided a more reliable 
prediction of the achievement of African-Americans students, but failed 
to produce similar results for White students. In their study with high 
risk disadvantaged students, Abrams and Jernigan (1984) discovered that
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traditional admission measures (i.e., test scores and HGPA) were less 
reliable with this population. These authors results indicated that 
resource assistance and the number of hours spent in instructional 
programs were the more accurate predictors of college GPA.
Results from Strieker, Rock and Burton's (1993) study on gender and 
standardized tests, found underprediction of women on the Scholastic 
Aptitude Test (SAT) and the American College Testing Program (ACT) 
test. Strieker et al. (1993) stated, that although the variance for 
underprediction was small, it could present a problem if women were 
"systematically disadvantaged" (p. 710). Examining the issue of gender 
and the Scholastic Aptitude Test (SAT), S. H. Murphy (1992) noted, 
from a historical standpoint, that women have demonstrated varying 
levels of performance on the SAT. Despite these variations, women tend 
to do better in college than predicted by test scores. S. H. Murphy 
concluded that colleges' use of standardized test scores to make 
decisions about academic achievement subjugated women in their college 
and career choices (p. 24).
In response to mounting criticism that, standardized tests such as 
the SAT are biased against minorities such as African-Americans, the 
Educational Testing Service (ETS), developers of the SAT, PSAT and many 
other popular standardized tests, resolved to revise the Scholastic 
Aptitude Test (SAT) to eliminate bias and to minimize the effects of 
coaching (Rodrigeuz, 1996). The new Scholastic Assessment Test (SAT) 
was introduced in 1994.
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Chenoweth (1996b) and Shea (1993) revealed that a comparison of 
SAT scores, for the years 1987 and 1996 showed an increase in the verbal 
score of African-American students from 428 to 434. The verbal score, 
for White students, rose from 524 to 526. Reportedly, gains on the new 
SAT reflect the recentering of the revised SAT scale, which changes the 
way SAT scores are reported (Chenoweth, 1996b, p. 7). Although the new 
SAT is still in its infancy stage, critics have been quick to stage 
attacks on the test. Some contend that the use of calculators on the 
Math test, is an incentive for cheating among test-takers. They also 
claim that the new math grids are confusing and may result in 
answers being incorrectly recorded. Most disturbing, especially for ETS, 
is that critics contend the new SAT has actually increased the demand 
for coaching classes (Shea, 1993).
High School Grade Point Average (HGPA)
The decreased reliability of GPAs because of inconsistencies in 
the grading practices, increases the chance of errors in the selection 
process and results in charges of race and gender bias (Brown & Blount, 
1966; Goldman & Slaughter, 1976; R. Linn, 1966). Goldman and Slaughter 
(1966) expressed similar concerns regarding GPAs across students, 
majors and departments at the college level. Young (1993) stated that 
the importance of research findings on prediction criteria is contingent 
upon the validity of the criterion measure. Studies have been performed 
on grade adjustment methods to enhance their psychometric values as
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predictors (Elliott & Strenta, 1988; Hoge & Coladarci, 1989); given the 
diverse student population. R. Linn (1996) and Young (1993) indicated 
that while the grade adjustment method enhances the prediction process, 
the potential benefit is confined by bias inherent in admission 
procedures (Young, p. 162).
Guskey (1994), in his historical review of grading practices 
in the United States, stated that grading systems were nonexistent in 
this country before 1850. The nation’s rapid industrial growth, sparked 
society's increase in the need for better educational programs for the 
country's children. This new found awareness also increased the focus on 
school improvement and teaching methodology. Initially, teachers used 
narratives to report students' progress. By the early 1900s, high 
schools introduced a grading system that used percentages as a form of 
measurement for students' progress. However, around 1912, as stated by 
Guskey (1994), Starch and Elliott published a report that challenged 
the reliability of schools' use of percentages in measuring students' 
achievement. Years later, arguments over grading practices and behaviors 
would continue to persist.
Ebel and Frisbie (cited in Cross & Frary, 1996) identified three 
issues critical to the debate over grading practices and policies:
(a) problems inherent in measuring educational performance, (b) 
differences in educators' philosophies and (c) incompatability in 
teachers' dual roles as advocates and judges (p. 3) (Hoge & Coladarci, 
1989).
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In their discussion on procedures for measuring achievement, Frary, 
Cross and Weber (1993) charged that high school teachers use 
percentages in an attempt to rank students* level of knowledge. The 
authors attributed the popular use of percentages among teachers to 
their lack of knowledge regarding standards of educational measurement. 
Frary et al. (1993) suggested that secondary teachers concentrate on 
developing exams that provide more reliable scores to enhance rankings 
and curtail dependency on percentage scoring. Wright (1994), on the 
other hand, recommended that teachers use the median, not mean grade, 
when averaging GPAs. Wright asserted that since grades are ordinal 
numbers the median is the correct measure of central tendency for 
ordinal numbers, not the mean. Unlike the mean grade, the median grade 
does not penalize average students by severely lowering their GPA 
because of occasional poor test grades, despite passing grades on other 
school measures (Wright, 1994).
Brookhart (1991, 1993) discovered that even when teachers have 
experience in educational measurement, grading practices are not 
simplified. She (1991, 1993) hypothesized that the grading dilemma 
is more symptomatic of a validity problem. Citing Messick (1989), 
Brookhart stated that the validity of any measure is contingent upon the 
recognition of its "value implications, relevance, usefulness, and 
social consequences" (1991, p. 35). Teachers are fully cognizant that 
grades serve a variety of purposes. Brookhart (1991), Frisbie and 
Waltman (1992) and Ebel and Frisbie (1991) stated that grades serve
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many purposes, such as a source for reward or punishment, academic 
placement or demotion, self-worth or self-depreciation.
When a teacher is concerned about the academic or social impact 
of a potential grade, he or she becomes an advocate for the student 
(Brookhart, 1993). During these times, the teacher focuses on 
nonacademic factors to augment achievement performance, thereby making 
the difference between the student receiving an A, B, C or D.
Because of the incompatability of a teacher’s dual role as advocate 
and judge when issuing a grade or grades, Bishop (1989, 1991) suggested 
external assessment such as regional or national boards overseen by a 
committee of teachers to replace traditional grading practices. Teachers 
would then be able to vacate their roles as judges and act as 
advocates, coaches or mentors to their students without conflict.
Cross and Frary (1996) acknowledged that there is unanimous 
agreement among assessment specialists that grades for academic subjects 
should reflect performances on instructional material; nonacademic 
factors such as ability, effort, conduct, and growth should be excluded 
(Ebel & Frisbie, 1991). Terwilliger (1989) suggested the use of 
quantitative measures for academic and nonacademic factors to eliminate 
bias in the grading process. Grading marks received for academic and 
nonacademic performance would be kept separate.
Cross and Frary (1994) in their survey on hodgepodge grading (e.g., 
achievement, effort, conduct, growth, class participation, etc.) 
conducted with teachers and students, found that both groups endorsed
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the practice of using academic and nonacademic components in the grading 
process, and understood the reasons for them. As pointed out by Jaeger 
(1989), when an instrument that is specifically designed to assess an 
individual’s level of competency fails to adhere to established 
principles of measurement, it inevitably fails to serve as an adequate 
assessment of competency (Quann, 1979). Educators' concerns over the 
reliability of GPAs is justifiable, particularly as it relates to 
secondary students. Grades for high school are used for educational 
pursuits and career advancement.
Eskstrom (1996) suggested that nonacademic variables may be 
assuming a more prominent role in teachers' grading practices, although 
administrators and teachers are reluctant to admit this.
Several studies have cited the longstanding coexistence of social 
and achievement components in teachers' grading behaviors. Wentzel 
(1991) revealed, by 1848, educational objectives were included for 
character and social development in schools' policies. She noted that 
while both of these concepts were equally promoted, the goals were kept 
separate in the school environment. Parson (1959) hypothesized that at 
the elementary level "cognitive" and "moral" aspects were considered by 
teachers and instructors as essential factors in the child's overall 
educational development. Moreover, according to Parson, the distinction 
between a student being college-bound or vocational-bound was 
determined at the elementary level by the school staff based on the 
student's level of cognitive and moral performances. Brookhart and
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Freeman (1992) noted how teachers' perceptions of students and schools, 
relative to their personal beliefs, the educational process, and their 
knowledge of subject content, shaped their teaching behavior. Mitman 
(1985), paraphrasing Babab, Inbar and Rosenthal, noted that teachers who 
were highly biased had more stereotypical perceptions, criticism and 
limited social contact with low achieving students as opposed to high 
achieving students. Teachers' perceptions, beliefs and background may 
therefore explain grade-related differences along race and gender lines.
Hoge and Coladarci (1989) reviewed 16 studies that yielded 
statistically significant data supporting the merit of a teacher's 
perceived judgement of a student's achievement and the student's actual 
level of achievement performance. The researchers found that variance 
in the "judgement/criterion" relation suggested other mitigating factors 
influencing the teacher's judgment such as the teacher's characteristics 
(e.g., educational background, experience, educational philosophy, 
etc.), or other variables (p. 310). Bennett, Gottesman, Rock and Cerullo 
(1993) asserted that classroom behavior significantly colored teachers' 
judgments of academic performance. Stevenson, Parker, Wilkinson, Hegion 
and Fish (1976) expressed similar thoughts. These researchers found a 
high degree of predictive validity among various teacher ratings of the 
academic achievement of children tracked from grades kindergarten to 
third. But predictive validity among the teachers for nonacademic 
factors, such as classroom skills and personal-social qualities, were 
low.
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Appropriate classroom behavior is essential for learning. Students 
perceived by teachers as disorderly and disruptive are judged more 
harshly academically than those who display appropriate behavior, 
regardless of academic ability (Wentzel, 1991; McKinney, Mason 
Perkerson, & Clifford, 1975; Wright, 1991).
Doyle (cited in Wentzel, 1991) noted that children primarily 
learn proper social behavior at home. The teacher models the proper 
social behavior required for school. He further stated that most 
children learn appropriate classroom behavior and social rules, but 
underachievers and some minority students may experience difficulty 
comprehending class rules and learning "context-appropriate behavior" 
(Doyle, cited in Wentzel, 1991 p. 6). A. R. Taylor (1991) remarked 
that social adjustment in the school environment may be a critical 
factor in the early school success or failure of African-American 
children. Teachers accept students who conform to social rules and 
reject students who do not. A. J. Taylor (1991) stated that some 
African-American children, especially those from low-income families, 
may display "higher motoric behaviors, expressive social-interpersonal 
styles and use of speech patterns" that differ significantly from White 
children. These authors further stated, that because of these 
variations, there is a "lack of fit" between the cultural behavioral 
in some African-American families and those expected by tradition-bound 
teachers and administrators (A. R. Taylor, 1991). This "lack of fit" 
causes some African-American children, especially African-American
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males, to be penalized academically by their teachers. Wilson-Sadberry, 
Winfield and Royster (1991) remarked that African-American females score 
higher on academic measures than African-American males. Studies on 
differences in grading practices revealed that teachers not only praise 
and criticize males more often than females, but they criticize 
African-American males more than "any other group” (Grant & Sleeter, 
1986; McKinney, Mason, Perkerson & Clifford, 1975). Gaskin-Butler and 
Tucker (1995) found that African-American males' self-esteem increased 
as maladaptive behavior increased. Therefore, teachers' criticism of 
their inappropriate behavior served to heighten, not extinguish the 
behavior. Gaskin-Butler and Tucker theorized that cultural behaviors 
such as parental support for the male child "acting like a man" may 
account for the response of African-American males to negative stimuli. 
In as much, teachers’ stereotypical perceptions and lower expectations 
for African-American children (especially males) in comparison to their 
White counterparts, also contribute to grade-related discrepancies 
(Winfield, 1991).
Warrick and Naglieri (1993) observed that numerous research 
findings have been devoted to gender differences relative to academic 
achievement. Generally, these studies have often yielded inconclusive 
results regarding the nature and reasons for the differences. Gender 
differences on math performance have received considerable attention. 
Bridgeraan and Wendler (1991) and Kimball (1989) stated that differences 
in math skills between males and females usually surface around the
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high school years. Warrick and Naglieri (1993) noted that prior to high 
school, quantitative ability among elementary school children was 
insignificant. Pennock-Roman (1994) remarked that investigations on 
admission measures with high school GPAs as predictors, have varied 
greatly between males and females. While males have higher standardized 
test scores, most noticeable on math tests such as the SAT-M, they 
earn considerable lower grades than females. Pennock-Roman (1994) 
suggested that girls' better writing skills, better study habits and 
display of appropriate class behavior may be some reasons that girls 
earn higher grades than boys. Addressing the gender disparity on Math 
tests, Pennock-Roman (1994) attributed this to girls’ disinterest in 
math and science courses and tests that were gender biased. Studies on 
the SAT-M predictability along gender lines revealed the gender effect 
to be large; with girls being underpredicted. But, when correcting 
for grading leniency, underprediction is reduced for females, but not 
completely eliminated (S. H. Murphy, 1992; Sticker, Rock & Burton, 
1993).
Wendel and Anderson (1994) observed that grading practices and 
methods are so numerous that they either equal or surpass the 
number of existing school systems. The authors stated that the absence 
of a national or standardized statewide grading policy is the major 
source of the grading problem.
Therefore, because of inconsistencies in grading practices and 
behaviors, the GPA appears to be an unreliable predictor in forecasting
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the potential for academic success at the postsecondary level 
(Livengood, 1992, Wilson, 1980).
Reading Assessment
Hogrebe, Nist and Newman (1985) asserted that high correlations 
between the SAT and traditional reading tests have not been sufficiently 
demonstrated. These authors stated that investigative studies on reading 
achievement measures revealed that students with low or average 
performance on the SAT perform quite well on traditional reading 
measures (Hogrebe, Nist & Newman, 1985).
Callas (1985) surmised that even today many colleges, as in 
past years, continue to identify and place students into developmental 
courses without determining the effectiveness of their identification 
process or courses (Carver, 1992). Higbee and Hwinell (1996) stated that 
some reading instruments used by colleges are ineffective in identifying 
a student's reading ability. Also, materials recommended to accommodate 
tests that are coramerically developed are incongruent with students' 
reading needs.
N. V. Wood (1989) identified reading as the most troublesome of the 
basic skills to assess because of the inability of most traditional 
reading tests to reveal the thought processes underlying the answers 
given. In her assessment of standardized reading tests, N. V. Wood 
criticized the Nelson Denny Reading Test for having poor normative 
data, restricted capability in evaluating gains, and little diagnostic
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use. Carver (1985) in his assessment of the Degrees of Reading Power 
(DRP), another popular reading test, claimed the test, at one point, to be 
invalid in its assumption of aiding teachers and school staff in 
matching students and textbooks based on reading ability (Bormuth,
1985). Carver (1985) stated that flaws in the DRP-Ability scores 
overestimated the difficulty of simple reading materials for young 
readers, and underestimated the difficulty of advanced materials for 
older readers. Duffelmeyer and Adamson (1986) reached similar findings 
in their study which revealed the DRP to be an ineffective placement 
device for reading. Although Carver (1990) found the NEWDRP scores to be 
valid in matching students with reading material, he cautioned against 
the use of the matching system for the OLDDRP as indicated in the 
User’s guide (1983) in selecting reading materials. Another concern of 
Carver's was that most standardized tests like the Nelson Denny 
Reading Test and the Degrees of Reading Power (DRP) test are 
presumed to measure reading comprehension, but in actuality they are 
also measuring differences in reading rate. In reading, encoding 
information includes the ability to recognize words resulting in reading 
accuracy. Decreased word recognition skills impede reading accuracy.
Carver stated that the emphasis on reading speed conflicts with reading 
intervention methods that focus specifically on comprehension and 
decoding skills in absence of increased reading speed.
Researchers have suggested that reading diagnosticians could hone 
the assessment process for reading by considering all facets of
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communication during the testing and intervention stages (Bond, Tinker, 
Wasson and Wasson, 1995; Carlisle, 1991).
Myklebust (1965) and VanKleeck (1990) stated that oral language 
and reading ability are related skills. As noted by these researchers 
and others, "reading” is a graphic example of expressive (e.g., oral) 
language (Bond et al., 1995; Myklebust, 1965; VanKleeck, 1990).
Lundsteen (cited in Bond et al., 1995) stated that listening was the 
foundation for reading. Daneraan (1991) suggested that reading skills 
correlated more highly with listening skills among college students 
than with measures of vocabulary ability. Educators have indicated that 
listening may be a better predictor of reading achievement among 
secondary students than the traditional measures of reading 
comprehension and semantic analysis (S. D. Miller & Smith, 1990). S. D. 
Miller and Smith (1990), in their examination of reading across 
language modalites, revealed that oral reading skills and listening 
comprehension skills in poor readers were commensurate and, in fact, 
superior to silent reading ability. Moreover, as stated by S. D. Miller 
and Smith, reading orally increased attention to words and 
self-monitoring skills. This observation supported Carlisle’s (1991) 
contention that by combining tests of listening and reading comprehenion 
and vocabulary recognition, a distinction could be made between the two 
types of reading comprehension problems: (a) specific reading disability 
(SRD) and (b) general comprehension difficulty. In describing SRD, 
Carlisle (1991) stated that listening skills are age appropriate;
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however reading comprehension is weaker than listening, and word 
recognition skills are also impaired. Since, students require extra time 
to process words, the ability to use their non-impaired language 
comprehension skills is reduced. Thus, students appear to demonstrate a 
problem with comprehension, when in reality the problem is embedded in a 
word recognition deficit. The second type of comprehension difficulty, 
according to Carlisle, is general comprehension. Students display 
deficits in both reading and listening comprehension skills. Problems in 
the area of linguistic or cognitive development may be the etiology. 
Therefore, the main difference between these two types of comprehension 
problems is essentially listening proficiency (Carlisle, 1991).
Kitao and Kitao (1996) remarked that traditional reading 
instruments are developed around brief reading passages and 
interrogative sentences as a means of assessing comprehension. Such 
tests are usually lacking the ability to evaluate the variety of skills 
required for reading different texts, according to Kitao and Kitao 
(1996). Among the skills absent from many reading diagnostic measures, 
as noted by Kitao and Kitao, is the comprehension of (a) presuppositions 
(b) relationships between parts of the text as signaled by word usage 
and (c) figurative languages (p. 1).
Hoover, Politzer and Taylor (1987), in their study on reading bias, 
cited problems with lexicon and syntax. Such biases are particularly 
harmful for those African-American students who may speak 
African-American English (AAE). These biases affect academic performance
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and contribute to African-American students being labeled as 
underachievers. In their discussion on syntactic bias, Hoover et al. 
(1987) stated:
Some of the syntactic patterns in the tests . . . are biased 
because the forms used are "superstandard," that is, worded 
in an elaborated stylized format rather than a simple, 
standard English format. For example, in one test, the 
sentence "only the person to whom you make it out" is 
used and the phrase "however, in and of itself" is used in 
another item. (p. 87)
Citing Labov, Hoover et al. (1987), in their study of dialects, 
found minority children more able to decipher information containing 
nonstandard forms of syntax than Standard English (SE) syntax (p. 87). 
Since, the passages of popular standardized reading tests are primarily 
written in SE, these tests may discriminate against working class 
African-American children. Syntactic bias is also prevalent in the 
wording of instructions, especially for multiple choice tests. Hoover et 
al. (1987) pointed out that the instructional statement "none of the 
following are true except . . . "  is wording designed to confuse.
Thus, for some African-Americans the double negative "none of the 
following is true except" is likely to be interpreted as "very definitely 
all of the following are false" (p. 89). In the study co-authored with 
Hoover et al. (1987), 0. L. Taylor and his colleagues indicated that 
research findings have revealed that most Whites taking a test normed 
on the vocabulary and culture of African-Americans or Appalachians would 
perform poorly.
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Dagostino and Carifio (1994) and Cummins and Sayers (1991) stated 
that literacy acquisition for the individual and society involves a 
diverse process. This is because theorists have identified several 
types of literacy: functional, specialized and critical. For this study 
functional and specialized literacy are of particular importance as 
they relate to the academic achievement of minorities, especially 
African-Americans. Dagostino and Carifio (1994) have suggested that 
schools primarily focus on functional literacy, that is, minimal 
competence in the basic skills for reading and writing. Schools use 
standardized tests to assess their Eunctional literacy goals. However, 
these authors asserted that the school's goals for literacy need to 
extend beyond functional literacy, and focus on specialized literacy. 
Specialized literacy enjoins reading, writing and various forms of 
cultural knowledge. The significance of "specialized literacy" in the 
reading process is outlined in the constructivist interaction model for 
reading. This model is based upon the assumption that during reading, 
readers are actively participating in the meaning-making process. 
Therefore, as active participants, they bring to the reading task a 
wealth of knowledge in processing and interpreting information gleaned 
from the text. Kitao and Kitao (1996) articulated similar views relative 
to reading assessment. These authors stated that when evaluating reading 
competence, the background of the student assumes a critical role in 
the comprehension process. This is because students, when reading 
texts with familiar background subject-matter, are able to comprehend
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more easily and make more accurate inferences than when reading texts 
for which they have limited or no referential (background) knowledge 
(Dole, Brown & Trathen, 1996).
Simpson and Nist (1992) called attention to the system-wide failure 
of higher education to reexamine traditional methods of evaluating 
reading ability in general. Paying little heed to the national movement 
toward literacy assessment, colleges have continued instead to depend on 
a single standardized instrument to identify and place entering 
freshmen. Simpson and Nist (1992), in their evaluation of colleges, 
observed that concern is still focused on accountability— improved reading 
scores on standardized tests (p. 452).
Some postsecondary schools are recognizing the need to reconstruct 
their developmental college reading programs to embrace newer approachs 
to reading assessment and intervention. This need for reconstruction is 
in response to the changing demographics of college-age students (Caverly 
& Peterson, 1996). Caverly and Peterson (1996), in discussing the new 
direction for developmental programs (especially for reading and reading 
intervention), emphasized the merits of constructivism vis-a-vis the 
whole language approach. First, in the area of testing, the whole 
language approach focuses on the evaluation of a student’s ability to 
"read critically" from reality-based college level texts to determine 
the student’s depths of reading ability (p. 45). Though not specifically 
outlining types of materials to be used in the remediation process,
Caverly and Peterson did identify shortcomings in commercial reading
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tests, noting that like the diagnostic reading tests, most commercial 
reading remedial programs focus on generic approaches. Second, for the 
intervention process itself, the whole language approach emphasizes 
the "whole" aspect of language: writing, speaking and listening in a 
collaborative framework. This type of "whole" language interaction 
enables students, by integrating both reading and written language 
skills, to improve upon their comprehension skills (p. 40).
Writing Assessment
E. W. White (1989a) stated that the evaluation of a student's 
writing ability was multifacted— serving for admission, program 
evaluation, and placement and exit from remedial classes.
The holistic scoring procedure is a method used to assess 
written essays based upon the impression of the trained reader-grader. 
The reader-grader uses a scale to evaluate the writer in the areas of 
organization, style, focus, grammar, etc., (Holt, 1993, p. 71). The 
importance of holistic scoring as a testing tool has been acknowledged 
by English scholars (Holt, 1993; E. W. White, 1991). Huot (1990) 
attributed the popularity of the holistic scoring approach to the fact 
that it" fits this era in English studies, by employing a rater's full 
impression of a text without trying to reduce the judgment to a set of 
recognizable skills" (p. 201). In spite of the growing popularity of 
holistic scoring, Huot (1990) questioned the validity of the technique 
as a means of writing assessment in absence of viable research. He
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stated that (a) holistic ratings correlate with appearance and length, 
(b) ratings were inappropriate for decision-making about students’ 
writings, (c) rating could not be generalized to other populations, 
making it useless as an overall indicator of writing quality and (d) 
holistic training procedures altered the process of scoring and reading 
and distorted raters’ ability to make sound choices concerning writing 
ability (p. 201). Wolcott (1987) expressed similar concerns on the 
increasing focus on scoring rather than on the written product itself 
(Jacobs & Chase, 1991).
Zeni and Thomas (1990), in their study on the writing abilities of 
African-American and White students in grades 7-12, found that 
African-American students consistently scored below White students on 
writing assignments when scored holistically. Furthermore, the 
discrepancy between the abilities of African-American and White 
students failed to lessen at the secondary level (Zeni & Thomas, 1990), 
increasing the possibility of these African-American students becoming 
what Shaughnessy called "basic writers" in college.
According to Greenburg (1987), Shaughnessy coined the term "basic 
writer" in the 1970s to describe the writing done by inner-city 
students entering college through open-door admission policies. 
Shaughnessy, as paraphrased by Greenburg, described basic writers as 
"those whose difficulties with the written language seemed of a 
different order from those of the other groups [of entering freshmen], 
as if they had come. . . from a different country, or a least through
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different schools, where even very modest standards of high school 
literacy had not been met" (p. 31).
Zeni and Thomas (1990) concluded from their study that dialect was 
not a major factor in students' low scoring papers (Lazere, 1991); 
although some students demonstrated nonstandard speech patterns in their 
writing, the majority of African-Americans did not. Findings revealed 
little difference between African-American and White basic writers. 
African-Americans would omit introductions, and use informal voice and 
the normative pronoun "I" more frequently than Whites. The researcher 
D. Rubin (1987) stated that the incidence of Black English usage in 
written language was much lower than in oral language; writing errors 
made by Black English speakers were comparable to those made by Standard 
English (SE) speakers. D. Rubin remarked that no one is an indigenous 
"speaker" of writing— not SE or nonstandard speakers— all are neophytes 
who have to learn how to switch into the written code. Lazere (1991) 
theorized that social class was an important factor in assessing the 
ability of basic writers such as African-Americans; particularly those 
who came to college with predominately oral backgrounds. He stated that 
these students would experience difficulty in combining the vocabulary 
of their oral culture with the vocabulary of general literacy that is 
so critical for academic discourse (i.e., reading and writing) at the 
college level. Gumperz, Kaltman and O'Connor (cited by Ball, 1992) 
revealed in their study that the oral patterns used by basic writers, 
whose language had features of African-American English (AAE), could not
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be easily converted to expository writing because of the "grammatical
constructions and use of cultural-specific idiomatic expression"
(p. 508). Ball (1992) found that 71% percent of the African-American
students from the inner city "felt they had to change their words and
language use in order to produce academically successful composition"
(p. 517). Many of the African-American high students expressed the
belief that their writings should not require perfection; that teachers
should be more amenable to how they express their feelings (p. 517) and
not consider these expressions— whether written or oral— to be deviant.
Greenberg (1987), noting the similiarity between the recent
research in basic writing and the clinical research in language
disorders wrote the following:
Both fields are based on cumulative interdisciplinary work 
in applied linguistics, in cognitive-developmental 
psychology, and in course analysis. Both assume a holistic 
perspective on the acquisition of knowledge, language and 
literacy— a perspective that prefers to see the elemental 
parts of any process, behavior or object within a meaningful 
whole and within a genuine social context. Researchers, 
clinicians and instructors are focusing on the functional use 
of language in social context.
[Various] basic writers have been described as 
remedial, disadvantaged, nontraditional, high-risk and 
language or learning disabled, but almost no research 
has been conducted on the percentage of basic writers 
who have identifiable cognitive or linguistic 
deficiencies, (p. 32)
Communication Modalities: Integration for Success
The Scholastic Assessment Test (SAT) is the most popular of the
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college entrance tests. The SAT is designed to measure long term 
developmental abilities of verbal and quantitative reasoning and 
comprehension as indicated by Baydar (1990). However, as Baydar further 
indicated, the predictability of the SAT rests on how well it can 
reflect the student's verbal and quantitative skills and the extent to 
which these skills translate into college achievement as reflected by 
the student's GPA. The predictability of the SAT has been in a 
downward trend over the years. Although many explanations have been 
offered, the affects of coaching have received considerable review in the 
literature (Carris, 1995; Weiss, 1987). Power (1993), in his study on 
the SAT, concluded that a thorough examination of the affects of 
coaching is unattainable because of the numerous confounding variables 
such as types of coaching programs, number of times taking the test, 
and students' experiences and background (Marco & Abdel-Fattah, 1991). 
Power (1991) further concluded that despite any empirical findings on 
coaching, parents and students would continue to seek out these services 
because of the lure of coaching businesses and the media's reports 
of exorbitant SAT gains via coaching (Bracey, 1990).
The public's desire for testing as a form of accountability has 
increased. As revealed by Nolan, Haladyna and Hass (1992) standardized 
testing has been a staple of the American school system for decades, and 
in recent years, the importance of achievement test scores has 
increased. These authors noted that results from a 1985 Gallup opinion 
poll found 77% of the respondents supported the use of standardized
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tests to measure achievement (Stevenson, 1995).
Miller and Legg (1993) indicated that standardized tests (e.g., the 
SAT) are designed to measure higher order thinking skills which 
represent the ability to formulate hypotheses, solve problems, make 
judgments and use metacognitive skills. But, as Messick (cited in Miller 
and Legg, 1993), noted the problem with the assessment of higher order 
skills is that "much of what is learned in the development of expertise 
we do not know how to teach. Thus, with high-staices assessment we are in 
the uncomfortable position of requiring students to use skills that we 
are not certain how to teach and have limited knowledge of how to test" 
(p. 10). Miller and Legg (1993) expressed concerns regarding the 
distortion of test data because of the high-stakes nature of testing. 
These authors also felt that test preparation made insignificant the 
skills to be measured, resulting in the invalidation of the scores as 
outcomes of higher-order thinking. Such is the case as revealed by Wyatt 
(1992) who acknowledged that prominent colleges such as Harvard and the 
University of California system, which recruits the top 12% of high 
school students with GPAs of 3.5 or higher and high SAT scores, now 
count themselves among lesser colleges that find it necessary to provide 
remedial programs for basic skills (p. 16). She further indicated that 
studies have shown that many college-aged students have not acquired 
higher order thinking skills prior to college entrance.
Wallach and Butler (1994) acknowledged the current debates 
regarding the pitfalls of standardized (i.e., achievement) tests. These
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debates have centered on the shortcomings of standardized achievement 
tests in determining a learner's potential. The debates have also 
focused on the dissociation of most standardized tests from the school 
curriculum. They stated that current research is now pursuing the 
relationship of language proficiency in the acquisition of literacy, and 
hence academic. C. Simon (1985) noted how the demands for more rigid 
academic criteria have surfaced because of poor school performance 
nationwide. This low academic achievement of students nationwide has 
prompted studies on the relationship of language and literacy as a means 
of ameliorating this problem (Damico, cited in Miller, 1989).
As revealed by Wallach and Butler (1994) the demands for oral, 
listening, reading and writing language skills increase during the high 
school years. Secondary students spend roughly 90% of their school time 
listening to teachers lecture. Proficiency in listening, ability to 
transpose words heard or read from the chalkboard to notes, 
comprehension during listening and writing, and the ability to answer 
questions appropriately are some of the language skills needed by high 
school students. For reading and writing tasks, secondary students are 
expected to (a) comprehend various points of view from reading and 
learning tasks, (b) feret out original sources or references for 
expository writing, (c) demonstrate skills in joining different view 
points in writing tasks, and (d) demonstrate the ability to interpret 
texts on varying levels.
According to Hall and Ramig (1978) and Horowitz and Samuel (1987),
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the role of the literacy process could be better explained by analyzing 
the similarities and differences among the language processes, speaking 
listening, reading and writing.
As revealed by Buckley (1995), in order of development, the language 
processes, listening and speaking comprise the original processes 
for comprehension and composition while reading and writing 
comprise the derived comprehension and composition processes (p. 43).
Hall and Ramig (1978) revealed that speaking and writing represent 
the productive acts of communication, while listening and reading 
represent the processing acts. Speaking and writing involve encoding, 
which entails moving from thought to language. Listening and reading 
involve decoding, which entails going from the code to the meaning.
Tunner and Cole (1985) claimed that not only is reading a skill derived 
from spoken language, but that the reading process itself is akin to 
the listening process. Nelson (1989) asserted that both spoken and 
written language represent expressive language form, and, as such, they 
require syntactical and semantical structures as a means of conveying 
information. Hall and Ramig (1978) and Horowitz and Samuels (1987) 
revealed similarities in the cogitive processes between listening and 
reading comprehension. According to these authors, as individuals decode 
print form to phonological symbols, they process the symbols as if it 
they were a transmission through an auditory channel.
In constrasting spoken (e.g., oral) and written language, Horowitz 
and Samuels (1987) observed that spoken language represents face-to-face
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communication that functions in the present and is adapted by the speaker 
to a specific audience, sociocultural setting or community (Barrett & 
Smythe, 1979). On the other hand, according to these authors, written 
language is artifical and mostly expressed through the use of 
semantics and syntax (Akinnaso, 1982). Likewise, written language is 
reserved for texts such as those found in educational settings.
Constrasting the differences between listening and reading, Rost 
(1990) noted that the most apparent difference between listening 
and reading is the modality; listening is aural while reading is 
visual. Rost (1990) further observed that unlike a listener, a reader 
has more control over the nature of the input. In other words, the 
reader is better able to comprehend many visual signals simultaneously 
or skim over sections of a book, or go back and retrace missed pages.
Although speaking, listening, reading and writing form an intricate 
web in the acquisition of literacy, oral language (e.g., speaking) and 
listening are frequently overshadowed by reading and writing (Backlund, 
1985; Bassett & Smythe, 1979).
Oral Language
Oral language is the prmary tool for teaching in the educational 
setting. Silliman and Wilkinson (1994) described communication 
discourse between a teacher and student as a triad: (a) teacher 
initiates (b) student responds, and (3) teacher follows-up (p. 50). In 
the classroom, these authors added, students are expected to match their
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communication style with that of the teacher's demonstrating awareness 
of responses and adherence to expectations on how to perform.
Wesson, Otis-Wilborn, Hasbrouck and Tindal (1993) indicated 
that oral language represents comprehension ability as well as the 
development of cognitive and conceptual skills. But, as observed by 
Backlund (1985) and other educators, although oral communication is 
probably the most widely used skill in the classroom, it is seldom 
recognized for its contribution to education and academic success (Berlin, 
Blank & Rose, 1982; Bucklund, Booth, Moore, Parks & VanRheenen, 1982; 
Wesson. Otis-Wilborn, Hasbrouck & Tindal, 1993).
Listening
Friedman and Ansley (1990) identified many types of listening behaviors 
such as literal meaning, following directions, linguistic relationship, 
speaker's purpose, questioning the speaker, inferential meaning and 
purpose for listening. However, Baker (cited in Bassett & Smythe, 1979) 
stated discriminative listening skills are far more vital for classroom 
performance. Discriminative listening has four levels: (a) attentive, 
which is simply defined as "paying attention," (b) retentive, which is 
attentive listening coupled with the ability to retrieve the speaker's 
message, (c) reflective, which is evaluative listening, assessing the 
message for references or speaker's mood, and (d) reactive, which is 
the listener's verbal or nonverbal feedback to the speaker's message. 
Reactive listening is by far the most important from among the group.
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Markel and Greenbaum, (1996) asserted that at the secondary and 
college level, listening is a vital skill because lecturing is the major 
teaching method. Because note-taking is the means by which students 
gather information from classroom lecture, good listening skills are 
necessary for proficiency in note-taking. According to Markel and 
Greenbaum, note taking is a complicated process that incorporates both 
listening and writing skills. In note taking, active listening, which 
the authors define as— the conscious effort of the listening process— is 
required. The student is expected, under time limitations, to transform 
auditory information into a cohesive printed message, and decipher the 
topic idea from supporting ideas (Markel & Greenbaum, 1996). Thus, as 
posited by Butrill et al. (1989), listening is a vital skill for 
academic achievement, but schools rarely teach "skills11 for effective 
listening.
Aspects of Communication Competence and Performance
Cooley and Roach (1984) remarked that the cross-cultural issue 
needs to be considered in the theory of communication competence, 
because of cultural differences that exist in deeming an individual as 
either competent or incompetent in the area of communication. As 
revealed by Banks (1992) and Kochman (1972), the culture, behaviors, 
language and teachings in this country are equated with the 
Euro-Western culture (Gumperz & Hernandez-Chavez, 1972). But, as Cooley 
and Roach (1984) revealed, communication competence is culturally
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specific: White middle class norms are not relevant to competence in 
the culture of minorities like African-Americans or the lower class 
(Ripich & Spinell, 1985). Cooley and Roach further stated that 
because of the social/cultural aspects of competency, a conceptual base 
for competence needs to be created. These authors indicated that the 
separation of competence and performance is crucial to the theory of 
communication competence. The eminent linguist, Noam Chomsky, separated 
competence and performance by placing competence within the linguistic 
realm and performance outside the linguistic realm. Therefore, in the 
assessment of communication competence, the focus needs to be on the 
individual's ability [as stated by Backlund (1978) and Rubin (1982)] "to 
demonstrate a knowledge of the socially appropriate communicative 
behavior in a given situation" (p. 20). Thus, for culturally different 
individuals like African-Americans, the presence of dialectal 
patterns or other communicative behaviors in their speech and language 
patterns should not negate nor diminish the judgment of "competence" 
if these individuals demonstrate language awareness in their speaking, 
listening, reading and writing skills (Gegala, 1981; Hecht & Ribeau, 
1988). Cole and Scribner (cited in Casanova, 1987) asserted that one 
is "unlikely to find cultural differences in the basic components of 
cognitive process, although there are differences in functional 
systems" (p. 379). (Staley & Shockley-Zalabak, 1985).
Smitherman (1995) stated the "birth of students' rights to their 
own language" initiated by the Black power movement of the 1960s was
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Prediction-Placement Measures 90
in response to the academic community's stance on African American 
English (AAE). Ratified by the Conference on College Composition and 
Communication (CCCC) in 1972, findings from this study concluded that 
. . . dialect . . . plays little if any part in determining 
whether a child will ultimately acquire the ability to 
write EAE [Edited American English] . . . Since the issue is 
not the capacity of the dialect itself, the teacher can 
concentrate on building up the students' confidence in 
write . . . .  The essential functions of writing [are] 
expressing oneself, communicating information . . . and 
discovering meaning through both logic and methaphor . . . .  
[Thus] we view the variety of dialects as an advantage.
(p. 23)
The current literacy crisis within this country makes the 
evaluation of entering freshmen students' total communication skills 
a necessary prerequisite. Daane (1991) stated that across the country 
high school and college instructors are noting students' difficulties 
with reading and written language skills. Colleges, therefore, may 
find that a language-based assessment is a more reliable method of 
discrminating among potential entrants, and in forecasting potential 
success, than traditional prediction and placement measures. Educators 
recognize that speaking, listening, reading and writing function as 
the backbone of classroom learning and interaction. A language-based
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instrument that is more closely aligned to the language processes 
essential for academic performance might also enhance the curriculum 
for developmental course than the traditional placement tests. This is 
a point well taken by Wiener (1989), who described the relationship 
between basic skills tests and the developmental curricula as "running 
on separate tracks" (p. 24). Moreover, unlike some traditional admission 
measures, a language-based test would not be influenced by external 
factors such as "coaching" ; making it a more equalizing means of 
evaluation for diverse students, especially African-Americans. Likewise 
the language-based assessment might aid in the identification of 
entrants with possible language-learning difficulties or assist in the 
development of more student-specific remedial intervention. This might 
aid more student retention; specifically the retention of 
African-Americans. Morante (1989) realized the necessity for diversity 
among developmental programs when he suggested that multi-level basic 
skills courses be offered to meet students’specific needs. Most 
language-based assessments provide specific diagnostic information 
regarding individual strengths and weaknesses to be targeted for 
intervention. This type of information would be conducive to the design 
of multi-level basic skills programs (Chafe, 1982; Jordan, 1993; Myers, 
1995; Moss, 1992; Ugelow, 1993; Weiss, 1987).
Assessment Techniques for Communication Skills
Wessson et al. (1993) stated that the purpose of a language
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Prediction-Placement Measures 92
assessment is to collect evidence for the identification of errors in 
form (syntax/morphology), use (pragmatics) and content 
(concepts and ideas, including semantics). Although designed for the 
evaluation of foreign language skills, Kitao and Kitao (1996) series 
of articles on the testing of communication skills is applicable to 
communication assessment in general. The researcher has heavily 
borrowed from Kitao and Kitao1s series for this discussion.
Speaking Assessment
The assessment of speaking, according to Kitao and Kitao (1996), 
poses difficulties. This is because the act of speaking itself 
incorporates a combination of diverse skills. Some components of 
speaking considered for evaluation are grammar, pronunciation, verbal 
fluency, content, style and vocabulary. The evaluation of grammatical 
skills constitutes the foundation of a language assessment for speaking. 
However, as stated by Kitao and Kitao, while the evaluation of 
grammatical skills presupposes the ability to recognize and produce 
correct forms, grammatical assessment does not test the ability of an 
indivdual in using language to express thought. Nevertheless, it is 
recognized that the ability to use language for expressive purposes is 
underscored by a general knowledge of grammar concepts. (Hammill et al. 
1994). These authors recognize that artful speaking depends essentially 
on the listener’s reaction. The separation of speaking skills from 
listening skills is difficult to achieve. However, a variety of methods
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are suggested by the authors in assessing speaking competency. Some of 
these methods are aspects of the Test of Adolescent and Adult Language 
(TOAL-3). One method, the information gap, involves giving an individual 
(i.e., the examinee) certain information that lacks key aspects. This 
task requires the individual to ask for and to give information to 
another individual (i.e., the examiner). Another method of assessing 
speaking skills is through role playing. The individuals (i.e., the 
examinee and examiner) act out various roles whereby information is 
given and exchanged relative to the social-communicative context.
Another method of evaluating speaking, involves reading and writing. The 
individual (i.e., the examinee) is presented with instructions to write 
certain types of grammatical sentences, answer questions after reading a 
specfic paragraph, or request for clarification as needed based on the 
information the individual is given. This technique is commmon place 
with a diagnostic examination that involves a one-to-one relationship 
(i.e., the examiner and examinee). These types of methods allow 
assessment of speaking skills (i.e., word usage, word retrieval 
skills, syntactical skills, pragmatic skills, etc.) to determine the 
ability to use language (i.e., speaking) appropriately during 
social-communicative interaction.
Listening Assessment
According to Kitao and Kitao (1996), testing listening encompasses 
a variety of skills that range from the discrimination of sound
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phonemes to listening to short and long read texts.
Kitao and Kitao (1996) observed that many formats are available to 
evaluate listening. One of these methods involve having the individual 
(i.e., the examinee) listen to one (1) sentence, and then from among 4 
written sentences select the one (1) closest in meaning to the original 
sentence spoken. Variations of this method involve presenting 4 
pictures and asking the individual to select the picture that matches 
the word or presenting 3 words (or sentences) and then asking the 
individual to identify the 2 that are similar or the same. The Test of 
Adolsecent and Adult Language (TOAL-3) incorporates some of these 
methods in assessing listening ability (Hammill et al., 1994).
Another method of evaluating listening skills involves the examiner 
reading a paragraph, and then asking the individual (i.e., examinee) 
specific questions about the information read from the paragraph. 
Although many methods are available for testing listening, Kitao and 
Kitoa stated that some approaches are lacking in their ability to 
reflect "real world" listening. These authors further stated that the 
inability of tests to reflect "everyday" listening is hampered by the 
fact that as an individual’s listening skills progress, separating 
listening from other language processes becomes more difficult.
Reading Assessment
Unlike C. Wood (1989) who found reading to be a difficult area to 
assess, Kitao and Kitao viewed reading as the easiest of the language
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process to test, even with difficulties. They stated that traditional 
reading measures tend to be developed around reading passages and 
comprehension questions, but these measures are frequently unsuccessful 
in addressing the variety of skills required for reading varied texts 
(Sinatra & Dowd, 1991).
There are a variety of methods that can be used to assess 
reading ability. Some of these methods include (a) sentence recognition, 
whereby, the individual is presented with one (1) stimulus sentence 
and from among a series of 4 or 5 sentences, reads and selects a 
sentence that is the same as the stimulus sentence, (b) true and false 
questions, or (c) word and picture matching. For the word and picture 
matching method, Kitao and Kitao (1996) revealed many variations of this 
task. One method is to present 4 similar pictures and (1) stimulus 
sentence, and then instruct the individual (i.e., examinee) to identify 
the picture described by the sentence. The second method is to have the 
individual look at one (1) picture with 4 similar sentences and select 
the sentence that most accurately describes the picture. Standardized 
tests such as the Scholastic Assessment Test (SAT), the American 
College Testing Program (ACT), Degrees of Reading Power (DRP) test, 
and the Test of Adolescent and Adult Language (TOAL-3) incorporate 
some aspects of these methods in their testing format(s) (Aiken, 1985; 
Bruning, 1985; Cohn, 1985; Gardner, 1984; Geisinger, 1984; Kiefer, 1985; 
Rigol, 1994; Shea, 1993; Stroker, 1987).
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Writing Assessment
Testing writing presents two dilemmas as indicated by Kitao and 
Kitao (1996). First, there is the problem of objectivity. Because 
control of the writing elements is essential to ensure objectivity, the 
written product may not reflect writing skills needed for everyday 
situations. Second, there is the problem of grading. Writing tests that 
strictly control the writing elements, invariably control the grading 
or scoring procedures. Therefore, a grading scale must be devised. 
However, as obseved by Kitao and Kitao, the development of such a scale, 
especially those used for holistic scoring, is one of the most 
cumbersome aspects of evaluating written essays tested under these 
conditions (Kitao & Kitao, 1996).
The most popular method for assessing an indivdual’s written 
language ability is the written essay. The individual (i.e., examinee) 
is assigned a series of topics. He or she selects a topic from the 
group, and develops an essay for that topic. The individual’s ability to 
combine sentences, to maintain the topic, to demonstrate organization 
and cohesiveness, to use appropriate grammar, words, or punctuation 
represent some of the skills evaluated in determining written language 
aptitude. The written essay is the most popular method among colleges 
and standardized test producers in evaluating writing ability (The 
College Board Review, 1990-91; Crossown University, 1989; Rigol,
1994). But, as revealed by Squire (cited in Hillocks, 1982), a person can 
acquire such skills as semantic usage, grammatical or punctuation
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without improving the ability to write effectively and coherently.
The evaluation of communication skills of adolescents and adults 
in absence of impaired hearing, mental retardation, emotional 
disturbance or oral motor dysfunction has been hampered by a lack of 
diagnostic tools for this population. In recent years, more 
instruments have been developed for this age group, but the overall 
number of tests continues to pale in comparison to diagnostic 
tests for children (Morgan & Guilford, 1983; Reed, 1988; Wiig & Semel, 
1975). This problem is equally compounded for valid assessment measures 
for the culturally and linguistically diverse (Watson & Kayser, 1994). 
Roberts, Medley, Swartzfager and Neebe (1997) revealed a limited 
availability of diagnostic instruments used to assess communication 
skills of African-Americans and other culturally and linguistically 
diverse groups, despite the expanding focus on the need for valid 
communication tools with these populations. To make existing tools more 
valid, and minimize possible over-identification of African-Americans 
as speech and language impaired, these authors suggested (a) using 
tools that have been corrected for test bias or (b) adjusting scores 
whereby responses reflecting dialectal speech are not penalized based 
on SE standards (p. 59).
Despite the limited number of language-based measures specifically 
designed for adolescents and adults, particularly adolescents and adults 
from diverse backgrounds, some current diagnostic tests are suitable 
for college-age students in evaluating communication abilities to
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determine the potential for academic success or the need for some level 
of remedial intervention. The Test of Adolescent and Adult Language 
(TOAL-3) developed for use with college-age students, has been designed 
to correct for race and gender bias. The TOAL-3 authors, however, do 
acknowledge that examinees taking the TOAL-3 must be able to speak and 
read English (Hammill et al., 1994).
Published findings have revealed that 30% or more of new college 
entrants require remedial intervention, and that African-Americans 
comprise the highest enrollment group (C. Miller, 1990; Walzer, 1997). 
Several explanations have been offered to explain this phenomenon; 
educational and socioeconomic factors, test bias and cultural background 
(McPhall, 1982; Williams, 1978). Concerns regarding testing cannot be 
overlooked, since placement decisions are based on prediction and 
placement measures that assess restricted area of communication skills. 
Such measures may limit individuals with communication styles that 
utilize more oral or gestural language skills (Hoover, et al., 1989; 
Labov, 1975; Lazere, 1991; 0. L. Taylor & Clark, 1996).
Remedial programs have been fixtures on college campuses for 
over 100 years, a fact revealed by Wyatt (1994). However, such programs 
do not appear to be abating. Increased numbers of African-American 
students are being identified for remedial placement based on 
traditional prediction and placement measures appear to be the reason. 
Moreover, since African-Americans and other minorities constitute the 
future college-age groups, the continual presence of remedial programs
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at the postsecondary level does appear unavoidable (Wyatt, 1996).
Davis, Kaiser, Boone and McGuire (1990) expressed doubts regarding 
the commitment of higher education to address educational disparities 
between African-Americans and Whites. These authors feared that the 
disinterest of colleges, in taking responsibility for the quality of 
their remedial programs (e.g., testing and placement), could lead to 
resegregation; a college-bound track for Whites and a remedial-bound 
track for African-Americans based on proficiency or lack of reading, 
writing or math skills.
C. Miller (1990) stated that factors like poor academic 
preparation, curriculum and teaching ineffectiveness, and disharmony in 
the transition of students from developmental to regular college level 
coursework may influence a student's decision to withdraw. Since 
attrition among African-Americans is high, especially for those 
African-Americans in developmental programs, substantial retention 
efforts should be made during the freshmen year.
Farmer (1992) pointed out that major complaints against college 
remedial programs is that they are outdated, regarding current issues 
on student achievement. Daane (1991) observed that some colleges 
have now adopted the whole language approach to address reading and 
writing difficulties among college freshmen students.
Practiced primarily at the elementary level, the premise behind the 
whole language approach is that speaking, listening, reading and writing 
are interrelated as vehicles for communication (Wilkinson & Silliman,
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1991). Higbee and Dwinell (1996) pointed out that such an approach on 
the college level would be determined by the reading demands of the 
course work. Goals would range from "recognition, to recall, to critical 
analysis, to appreciation" (p. 41) with the ultimate goal to "guide 
students toward cognitive, metacognitive and affective control over 
strategic use of print" (p. 46). A statement by Edmiaston (1989) 
summarizes the principal of whole language as it relates to language 
and remediation. As stated by Edmiaston (1989), "Language is an 
interdependent system that can be expressed in alternate forms of 
listening, speaking, reading and writing" (p. 28). Dagenais and Beadle 
(1984) remarked that speech and language pathologists recognize the 
positive correlation among listening, speaking, reading and writing. 
Therefore, when it [comes] to providing intervention, educators should 
refrain from confining treatment to one or two specific processes such 
as reading and writing without reference to the others (p. 60).
Moving beyond the use of a language-based test as an alternative 
measure in predicting academic success among entering freshmen, 
especially African-Americans, and as a blueprint for developmental 
intervention programs, a language-based measure may enhance the 
identification process by early detection of entering freshmen students 
with possible language—learning disabilities (LLD) (C. Simon, 1994; T. 
Williams & Lenonard, 1988).
Findings from studies have shown that language-learning disabilties 
(LLD) persist (LLD) beyond childhood into adulthood (Patterson &
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Polioway, 1992). Vogel (1992) revealed that nearly 160,000 college 
student reported having LLD. Admission into college can be a difficult 
process for an individual with LLD because the Scholatic Assessment Test 
(SAT) or the American College Program (ACT) tests may exaggarate the 
student's disability. Vogel (1992) suggested that admission counselors 
exercise caution, in interpreting low scores of language-learning 
disabled (LLD) students, especially when the student self-discloses his 
or her language-learning disability.
Processing difficulties observed in language-learning disabled 
individuals may affect progess in reading and written language (Adelman, 
O'Connell, Konrad & Vogel, 1992). Wiig and Semel (1975; 1984) reported 
that language-learning disabled individuals may also exhibit oral 
language deficits, difficulty with verbal fluency, word finding 
difficulty and retrieval skills and memory. Deficits in oral language 
impede reading and written language skills (Blalock, 1984; 
Klein-Konigsberg, 1984; Mann, Cowin & Schoenheimer, 1989; Menyuk, 
Chesnick, Liebergott, Korngold, D'Agnostino & Belanger, 1991; Silliman, 
1984; Vogel, 1982).
Traditional prediction and placement measures that are used to 
assess basic skills may detect some language deficits of the LLD 
student (Vogel, 1975). However, these assessments may be limited in 
revealing the overall strengths and weaknesses of students with LLD 
unless an evaluation is made of their overall communication skills. A 
language-based measure might be more capable of this type of diagnostic
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investigation (C. Simon, 1985), especially for oral language and 
listening skills.
Resource personnel at the postsecondary level should not be 
intimidated in the evaluation of African-Americans for language-learning 
disabilities (LLD) because of the historical overrepresentation of 
African-Americans in this type of program or other special education 
programs (Artiles & Trent, 1994; 0. L. Taylor & Payne, K., 1983; Watson 
& Kayser, 1994). As Goodman and Mann (1976) asserted, being culturally 
disadvantaged should not be synonymous with LLD, but it should also be 
recognized that there are some individuals who would qualify for both 
labels. The American Speech-Language-Hearing Association (ASHA) (1994) 
estimated that nearly five (5) million racial or ethnic minorities in 
the United State have a communication disorder that is not associated 
with any foreign language or nonstandard English use (p. 2). Failure 
to consider the possibility of a language-learning disability as 
a factor for either a reading and/or writing deficit in an 
African-American freshman could be detrimental to the student's 
opportunity for college success and could lead to dropping-out.
The high enrollment in development programs, high attrition rate 
and low graduation rate, specifically among African-Americans at the 
postsecondary level serves as justification for a debate on other 
alternative means in the prediction and placement process (Davis, Kaiser, 
Boone & McGuire, 1990; Wambach & Brothern, 1989; S. Johnson, 1984).
Educational achievement is the path to upward mobility (Ford,
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1992). Moreover, educational attainment is more directly correlated to
social mobility for African-Americans than Whites (Garibaldi, 1986b).
This assertion is supported by Carter-Williams (1987) writing on the
benefits of a college education in the 1970s and early 1980s for
African-Americans. Carter-Williams (1987) found the following figures:
Black engineers and school administrators increased by more 
officers/financial managers and lawyers/judges spiraled 
upward by more than 200% . . . Between 1973 and 1983 the 
proportion of blacks with 4 or more years of college 
education rose from nearly 12% to 19.2%. The labor force 
participation rate of blacks with 4 or more years of college 
was 92% compared to about 85% for those with 1 to 3 years of 
college . . .  (p. 108)
The postsecondary advancement of African-Americans in the 1960s and 
1970s, has been replaced by eroding college graduation rates in the 
1980s and 1990s (Kobrak, 1992; C. A. Miller, 1990). While the high 
school graduation rate for African-Americans is increasing, the 
college-completion rate appears to be declining (B. D. Hawkins, 1994).
In its findings on the educational achievement of African-Americans, 
Western Interstate Commission for Higher Education (1991) reported that 
65% of high school graduates were enrolled in postsecondary education 
in 1978, compared with 52% in 1987 and only 45% in 1988 (Western 
Reserve, 1991). Additionally, while 64 of every 100 African-American 
18-year-olds were high school graduates in 1988, only 29 of them 
enrolled in college.
The inconsistencies in the academic performance of 
African-Americans since the 1960s and 1970s can be attributed to
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several factors, but those inflicted by African-Americans on themselves 
(internal factors) and those perpetuated by public schools (external 
factors) stand out as the most signficant hindrances.
Self-Inflicted Forces
The declining academic performance of America’s children and 
the ability of schools to educate a diverse student population has been 
the subject of much debate (J. Simon, 1986). Simon (1986) has suggested 
that the historical development of American immigrants has much to do 
with the current educational problems of minorities, like 
African-Americans. He stated that unlike the majority of immigrants who 
came to America, African-Americans were abducted from their homeland, 
brought to this country, and sold into slavery by Europeans to work the 
plantations of the southern region. These African-Americans were 
forbidden to receive any formal education or speak in their native 
tongues. Bereday (1977) theorized that the affects of slavery had a 
"retarding effect" on the transition of African-Americans to full 
citizehship in this country. This "affect" aided in the perpetuation of 
low economic conditions, personal and social dishevel, and high 
illegitimate birth rates. These out-of-wed-lock births were documented 
by Brooks (1987) who observed that by 1981, 65% of all births to 
African-Americans were to unmarried women (p. 240). Caldas (1994) 
observed that
the nonmarital childbearing rate, which is the percentage
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of all births that can be attributed to unmarried women, has 
increased from 11% in 1970 to about 28% in 1990 . . . Given 
that 60% of all teenage families live in poverty, compared 
to only 13.5% of the total population, the average teenage 
family arrangement today can probably best be described as 
’at risk.' (p. 403)
On the same subject of births to unmarried women and the adverse affect
such births may have on women in poverty, D. M. Murphy made the
following observation (1986):
African-American children are three times as likely as 
White children to be poor, twice as likely to live in 
substandard housing and five times as likely to be 
dependent on welfare . . . .  [They are likely] to have 
mothers who receive late or no prenatal care, to be born 
prematurely and to suffer from low birth weight, all of 
which have been associated with cognitive deficits during 
school age. (p. 496)
The existence of an epidemic of teenage pregnancy appears to be a 
subject of disagreement among experts. Some contend that the statistics 
are misleading and that the issue of teenage pregnancy has been 
"sensationalized" by the media (Strasburger, 1989). Experts reported that 
the teenage pregnancy rate "declined slightly from 1980 to 1985, but by 
1988 [it] had returned to [its prior] level at the beginning of the 
decade (Preventing Teen Pregnancy, CQ Researcher, 1993, p. 414). Some 
see these numbers as indicators of a "disturbing increase," while others 
see "an encouraging leveling out," (p. 414).
Regardless of the inability of experts to establish a consensus 
on the existence of an epidemic of teenage pregnancy, they do concur 
that poverty diminishes the chance for children to live in a nurturing
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Prediction-Placement Measures 106
environment conducive to educational achievement (Pollard, 1989). This 
point was reinforced by Wigfield and Asher (1984) who cited thirty 
years of research demonstrating the impact of race and socioeconomic 
status (SES) on academic achievement. Wigfield and Asher highlighted 
findings showing that African-American children experience greater 
difficulty with reading and writing than their White counterparts and 
that this discrepancy widens across the school years. Studies have 
indicated that children develop the aptitude for literacy (e.g., an 
interest in reading and writing) prior to entering school (Fritzgerald 
Speigel & Cunningham, 1991; VanKleeck, 1990; 1987). Roser, Hoffman 
and Farest (1990) stated that children from low SES backgrounds are at 
a disadvantage because they enter school with less interaction with the 
"tools of literacy" (p. 554). Homes of disadvantaged youngsters often 
often lack instruments of literacy, such as pencils and paper, 
reference materials, books and magazines usually found as commonplace 
items in affluent homes (Wyche & Wyche, 1984) .
White (cited in VanKleeck, 1990) and VanKleeck (1987) concluded 
that it was not SES, in and of itself, that determines the degree of 
academic achievement or motivation to succeed. Important elements for 
academic achievement and motivation are family characteristics relative 
to academic guidance; family attitudes toward education; parental 
aspirations for the child; conversations in in the home; availability 
of reading materials in the home; and frequency of cultural activities. 
As a result of some, if not all, of these elements in their home, some
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children from low SES backgrounds are able to achieve outstanding 
academic performance leading to future success.
Vygotsky’s theory of social-interaction documents the importance 
of the adult teacher or literate others to the child’s cognitive 
and linguistic development. According to Schneider and Watkins (1996), 
Vygotsky believed that children learned from pyschological functions 
(e.g., problem solving and memory skills) as a result of social 
interaction with an experienced member of their culture. This entails 
the experienced adult structuring activities within the child's level 
of capability. Over a period of time, the child would internalize the 
function (s) of the act with the adult member, until he or she [the 
child] could perform the act independently of the adult (Schneider & 
Watkins, 1996).
Wigfield and Asher (1984) stated that, compared to middle SES 
parents, lower SES parents use less effective teaching strategies and 
tend to provide their children with poorer problem-solving skills.
Lower SES parents tend to intervene with their child’s problem-solving 
tasks rather than allowing him or her to complete the task and learn 
from the experience. Lower SES parents were inclined to lack confidence 
in their child’s ability to do learning tasks. Fitzgerald and her 
associates (1991) believed that parents with limited education 
either attribute less importance to their child’s development toward 
literacy or feel unable to foster that development (D. M. Murphy, 1986).
S. B. White, Reynolds, Thomas and Gitzlaff (1993) and LeGall and
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Jones (1991) cautioned against sweeping generalizations regarding the 
relationship between poverty, race, and academic achievement. According 
to these authors, "demographic characteristics such as poverty and 
minority status did not always lead to negative educational outcomes" 
(p. 27).
Some public schools are overcoming tremendous obstacles in helping 
students from lower socioeconomic backgrounds achieve academically 
(Vines & Olson, 1996). However, the issue of substandard academic 
performance by African-American children and its relationship to the 
historical treatment of African-American children in the public school 
system cannot be overlooked (Stevens, 1994).
External Factors
The "American school system" serves as an external variable when 
seeking to understand what has been happening academically to 
African-American youth. As Stevens (1993) pointed out, schools have 
failed to adequately teach low income children, specifically 
African-Americans because of teachers'preconceived ideas regarding 
poverty and its subsequent impact on their learning potential. Chunn 
(1987) and Pollard (1989) stated that teachers' lower expectations 
result in them using less effective teaching techniques. Chunn (1987) 
further indicated that teachers with less positive expectations 
seriously affect students' academic performance longterm. This is 
because teachers interact with students over an extended duration,
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representing a force throughout the students' lives.
The practice of schools in tracking the performance of minorities 
has also served to undermind the development of African-American youth. 
Varied methods are used by public school administrators to identify 
and place students into academic tracks. These include standardized 
achievement tests, grades, and recommendations from significant school 
personnel members such as counselors and administrators. But, according 
to many scholars, teacher expectation is by far the most significant 
factor in the grouping of students by ability (Donelan, Neal, & Jones 
1994; Chunn, 1987). Both Donelan et al. (1994) and D. B. Hawkins (1994) 
noted that in post-Brown (1954), one of the most significant educational 
barriers affecting the majority of African-American children has 
been— and continues to be— academic tracking and ability grouping. 
Evidence attests that minority children, particularly African-American 
males, are tracked into lower ability groups; that African-American 
children are less likely to be enrolled in programs for the gifted or 
talented; that African-American children are overrepresented in special 
education programs; and that African-American children receive fewer 
recommendations for college preparation courses (Ford, 1994; Hudson 
& Holmes, 1994; Phillip, 1994; Artiles & Trent, 1993; D. M. Murphy, 
1986).
African-American English
The language of literacy in public schools is the language of the
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majority culture— Standard English. But many African-American students 
speak a vernacular that is distinct from SE (Ball, 1992). "Black 
English," (BE) or "Ebonics," (from the words ebony and phonics) 
is a particular style used by some African-Americans when "combining 
pronunciation, syntax and intonation" during the speech act (Weem,
1993). According to 0. L. Taylor (cited in Reed, 1988), this speech 
behavior is more frequently spoken by working-class African-Americans. 
Although revealed by Labov (1975) and other linguists to be a legitimate 
dialect, African-American English (AAE) or Black English (BE) continues 
to be stereotyped as "bad English" because of negative societal 
attitudes (Zarrella, 1995, p. 6). Children found speaking nonstandard 
dialects are viewed by teachers as less intelligent, often leading to 
special education placement for a majority of these youths (Weam, 1993; 
Zarrella, 1995). Ball (1992) found that by allowing African-American 
students to utilize the vernacular of their culture resulted in an 
improvement in the student's oral and written skills. The recent efforts 
by the Oakland, California School Board to have ebonies recognized as a 
legitimate language and to use ebonies to teach African-American 
youngsters standard English has launched a nationwide debate (The 
Virginian-Pilot, Sunday, January 5, 1997).
The field of communication disorders is documented with studies 
regarding the overrepresentation African-Americans and other culturally 
diverse children in special education classes. This excess placement of 
African-American youngsters resulted from their language usage and
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the lack of proper communication instruments used to assess culturally 
and linguistically diverse populations (Artiles & Trent, 1994; 0. L. 
Taylor & Payne, 1983). To ensure the rights of individuals from diverse 
backgrounds against biased assessments and inappropriate placement, The 
American Speech-Language-Hearing Association (ASHA), the parent 
organization for the field of Communication Disorders, has taken an 
active role in educating speech-language pathologists regarding the 
assessment of individuals from diverse backgrounds (Communication 
Development and Disorders in Multicultural Population, 1994).
Dialect studies revealed that how one speaks is invariably linked 
to one's identity. Negative reactions by a classroom teacher to the 
speech patterns of an African-American child inevitably affects that 
child's self-perception, esteem and eventually his or her academic 
performance (Weem, 1988). M. L. Clark (1991) noted that academically 
astute African-American students must resort to a variety of coping 
strategies to ensure their success in school. Some of these coping 
mechanisms, according to M. L. Clark (1991), entail the individuals 
developing a "raceless identity," necessitating estrangement from 
other African-Americans, denial of the practice of institutional 
racism, and adoption of mainstream values. Additionally, these students 
may develop a "bicultural identity" —  juggling the ability to 
to maintain their racial identity and their relationship with members of 
their own racial group or class with their ability to socialize in 
mainstream society (p. 42). Therefore, African-Americans are acutely
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aware that success in America requires that one foresake his or her 
culture and behaviors.
Thus, the reality of the situation is that, unlike their White 
peers, the majority of African-American youngsters face severe 
challenges in the acquisition and sustaining of literacy skills so 
critical for academic performance, first from their home environment 
and second from school. Yet, as Sherman et al. (1994) stated the 
stereotypical image of African-Americans as a group of academic 
underachievers is inaccurate. In comparing the college performance of 
African-Americans, Sherman et al. (1994) noted some African-Americans 
perform equally or as well as White students with similar preadmission 
performances and some African-Americans perform better than White 
students with higher preadmission performances (p. 168). But, the 
academic performance of African-Americans as-a—group continues to lag 
behind Whites as determined by traditional standardized tests.
Thus, an alternative language-based measure may identify with more 
accuracy over traditional prediction and placement measures those 
first-time college freshmen, especially African-Americans, with the 
potential to succeed in college. This prediction would be based on 
communication competence across speaking, listening, reading and 
writing— slcills required for classroom performance. Given the recent 
media attention and mounting concerns over declining freshmen skills, 
low graduation rates, and high attrition level, especially among 
African-Americans, this is a timely and necessary study.




The primary focus of this investigation was to ascertain the 
effectiveness of using a comprehensive language assessment as an 
alternative to traditional college placement tests to predict academic 
success among first-time college freshmen. The performance of 
African-American freshmen students served as a sub-focus, given the high 
attrition rate of this population at the postsecondary level.
Many educators and communication specialists have written 
about the interrelationship among speaking, listening, reading and 
writing. Competency in one's use of both spoken and written language 
skills is critical for academic success (Gilliam & Johnston, 1992;
Rubin & Graham, 1988). Yet, colleges have traditionally ignored 
communication competence (i.e., speaking, listening, reading 
and writing) in students in determining the ability for academic 
achievement at the postsecondary level. This study examined the 
predictive validity of language competency in determining the potential 
for academic success among first-time freshmen college students. The 
language-based instrument used in this study measured communication 
competence in the areas of speaking, listening, reading and writing.
The Test of Adolescent and Adult Language (TOAL-3) served as this 
instrument.
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Overview
This section contains the (a) research design for the study, (b) 
selection of the subjects, (c) demographics regarding the college 
in which the study was conducted, and (c) procedures for statistical 
analyses of the data.
Hypotheses
Hypothesis 1 : There will be a statistically significant
difference between the TOAL-3 and traditional 
prediction and placement measures in identifying 
first-time college freshmen who are categorized 
as either Predicted Success (PS) or Potential 
Difficulty (PD).
Hypothesis 2 : There will be a statistically significant
difference between the TOAL-3 and the traditional 
prediction and placement measures in identifying 
first-time college freshmen who are categorized 
as either Predicted Success (PS) or Potential 
Difficulty (PD) as a function of race.
Hypothesis 3 ; There will be a statistically significant
difference between the TOAL-3 and the traditional 
prediction and placement measures in identifying 
first-time college freshmen who are categorized as
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either Predicted Success (PS) or Potential 
Potential (PD) as a function of gender.
Hypothesis 4 : There will be a statistically significant
difference between the TOAL-3 over and above 
traditional prediction and placement measures in 
predicting first semester grade point average 
(FGPA), for first-time college freshmen.
Hypothesis 5 : There will be a statistically significant
difference between the TOAL-3 and the traditional 
prediction and placement measures, in predicting 
first semester grade point average (FGPA), for 
first-time college freshmen who are predicted to 
succeed as a function of race and gender.
Research Design
A quasi-experimental 2 (tests = TOAL-3 and communication skills 
measures) x 2 (race = African-American and White) factorial design was 
selected.
The research study had two independent variables with two levels: 
tests = TOAL-3 (i.e., the alternative measure) and the placement 
measures, the Degrees of Reading Power (DRP) test and the Writing 
Sample Placement Test (WSPT) for communication (i.e., reading and 
writing, respectively); and race = African-American and White. 
Additionally, ancillary variables (i.e., prediction and placement
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measures) such as the SAT or ACT scores and high school grade point 
average (HGPA) were included in this study because they have been 
historically used by colleges as predictors of academic success.
Forty first-time entering freshmen participated in the study. 
Transfer students and subjects with any known history of learning, 
physical, hearing or emotional disabilities or bilingualism were excluded 
from the study to control for confounding variables.
Research Setting
Crosstown University Demographics
The community in which Crosstown University is located represents a 
blend of older established and more contemporary neighborhoods, 
creating an environment reflecting both inner city and suburban 
lifestyles. Besides Crosstown University, 8 other postsecondary 
schools are located within the greater metropolitan area of this 
seaport community.
Crosstown University Student Demographics
As of Fall 1995, the undergraduate student population for 
Crosstown University was characterized by the following demographics: 
undergraduate (full-time/on and off campus) freshmen— 2,271; 
sophomores— 1,724; juniors— 1,821; and, seniors— 2,307. The racial 
composition consisted of Whites— 8,448; African-Americans— 1,944;
Asians— 676; Hispanics— 241; and Native Americans— 154. Gender
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composition consisted of 6,051 female students and 5,412 male students. 
Age range consisted of 151 students under age 18 and 4,767 students ages 
18-21 (Crosstown University Enrollment Profile, Office of 
University Planning and Institutional Research; Fall, 1995 Report; State 
Form B5, University Planning and Institutional Research, Fall, 1995 
Report).
Crosstown University's Admission Requirements
For regular admission, for undergraduate degree status, Crosstown
University utilizes cumulative high school grade point average (HGPA),
total Scholastic Assessment Test (SAT) or American College Test Program
(ACT) scores, and letters of recommendation as entrance measures.
Potential applicants must meet Crosstown University's minimium
requirements of the "typical profile" for first-time college freshman
for regular admission:
. . .  a cumulative high school grade point average of 
approximately 2.80 on a 4.00 scale and an average 
combined SAT score of approximately 1050. (p. 15)
Crosstown University does make allowances for potential applicants who
do not meet the minimum standards contained in the "typical profile" for
a first-time college freshman.
. . . .  Applicants with a significantly higher than 
minimum grade point averages may compensate with an 
SAT score below the average normally accepted for 
regular admission, and conversely, applicants with 
a significantly higher than minimum SAT or ACT may 
compensate with a GPA below the average normally 
accepted. (Crosstown University Catalog, 1996,
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p. 15).
For potential applicants, a minimum ACT score of 21 is required 
for the "typical profile" for first-time college freshman who take 
this test over the SAT (Admission Office, telephone conference May, 
1997).
At Crosstown University, placement measures for academic skills 
in reading, writing and mathematics are administered to all incoming 
students (i.e., first-time freshman and transfer student) during 
orientation to assess basic academic skills. A passing score (i.e., 1) 
on the Writing Sample Placement Test (WSPT) is a "prerequisite" for 
English H O C  (regular English course). Incoming student 
(i.e., first-time college freshman and transfer student) "with or 
without credit for freshmen composition," are required to take and pass 
the WSPT and those without Freshmen Composition must either pass the 
WSPT or take a developmental course (i.e., 050) (Crosstown University 
Catalog, 1996-98, p. 39). All incoming students such as first-time 
college freshman and transfer student are administered the Mathematics 
Diagnostic Exam (MDE). For students with low scores on the MDE, 
successful completion of developmental math courses is a prerequisite 
for enrollment into MATH 120M (college Algebra), 162M (Precalculus) or 
STAT 130M (Elementary Statistics).
A reading diagnostic measure, the Degrees of Reading Power (DRP) 
test is administered to all incoming students (i.e., first-time college 
freshman and transfer student). Students scoring 65 or below are
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counseled regarding the need for developmental reading courses or other 
intervention services (Crosstown University Catalog, 1996-1998, p. 15; 
Crosstown University Reading Coordinator, March 5, 1997).
Alternative Measurement 
The Test of Adolescent and Adult Language (TOAL-3) served as the 
alternative measure for this study. The TOAL-3 scores are designed for 
diagnostic rather than predictive purposes. However, the General 
Language Quotient (GLQ) of the TOAL-3 does provide an overall 
interpretation of the communication competency of an individual in the 
areas of speaking, listening, reading and writing. This comprehensive 
interpretation is based on the compilation of the 8 subtests that 
include: Listening/Vocabulary, Listening/Grammar, Speaking/Vocabulary, 
Speaking/Grammar, Reading/Vocabulary, Reading/Grammar, Writing/Vocabulary 
and Writing/Grammar. These eight subtests are "representative" of the 
foundation for the 11 Composite Quotients (CQ) of the TOAL-3: General 
Language Quotient, Listening, Speaking, Reading, Writing, Spoken 
Language, Written Language, Vocabulary, Grammar, Receptive Language and 
Expressive Language (TOAL-3 Test Manual, 1994, p. 37). The test authors 
stated "the composite scores (or quotients, as they are called) are the 
most useful values derived from the TOAL-3" (p. 37). The authors further 
stated:
Of all the TOAL-3 scores, the quotient for the General 
Language (GLQ) Composite score is the best estimate of
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overall language ability because it is made up of 
scores from all eight subtests. Therefore, it represents 
a person’s global competence relative to reading, 
writing, listening and speaking . . . .  Low scores 
(i.e., GLQ's lower than 90) indicate the need to look
carefully at the other test composites to identify
areas of possible weaknesses (TOAL-3 Test Manual,
1994, p. 37).
Therefore, for this study, the TOAL-3 GLQ was used to identify 
freshmen participants as Predicted Success (PS) or Potential Difficulty 
(PD). A freshman receiving a GLQ of 90 or higher was identified as
Predicted Success (PS). A GLQ score in the 90 or above range would
indicate adequate communication skills for potential academic success. A 
freshman participant receiving a GLQ of 89 or below was identified as 
Potential Difficulty (PD). A score in the the 89 or below range would 
indicate a lack of adequate communication skills (i.e., communication 
deficits) that may deter the potential for academic success, without 
some additional remedial intervention (i.e., development placement, 
resource support from a speech-language pathologist or learning 
disabilities teacher, resource instructor, etc). To determine, if 
the study instruments are linguistically "related” by the sharing of 
similar underlying "language" constructs, convergent correlation 
analyses, across the study instruments was performed. The subscales of
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the TOAL-3 (i.e, GLQ, Composites and 4 subtests— Reading/Vocabulary, 
Reading/Grammar, Writing/Vocabulary and Writing/Grammar) and the 
traditional prediction measure, the Scholastic Assessment Test (SAT), 
and the placement measures, the Degrees of Reading Power (DRP) test and 
the Writing Sample Placement Test (WSPT). Demonstration of convergent 
validity among the study instruments would indicate that these 
instruments may be measuring similar or identical underlying language 
features (i.e., constructs), (i.e., language traits). Also, the 
examination of the TOAL-3 Composites, might reveal if some or certain 
linguistic features are more closely related to academic success than 
others.
A hierarchial multiple regression analysis was performed to 
determine which study measure, the Scholastic Assessment Test (SAT), 
high school grade point average (HGPA), the Degrees of Reading Power 
(DRP) test, the Writing Sample Placement Test (WSPT) or the Test of 
Adolescent and Adult Language (TOAL-3) identified a statistically 
significant greater number of first-time college freshmen participants 
as Predicted Success (PS). The criterion variable, in this study for 
Predicted Success (PS), was the freshman student’s first semester grade 
point average (FGPA). A freshman had to attain a first semester grade 
point average of 2.00 or above to be considered Predicted Success (PS).
Examiner Competency
To ensure competency in the administration of the language-based
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assessment measure, the TOAL-3, the researcher conducted a four-week 
training session with the assistant test examiners. In addition to the 
researcher, 6 speech-language pathologists were trained to assist with 
the administration of the TOAL-3, but because of low student 
participation only one speech-language pathologist participated. 
Protocols regarding test procedures, continuity in reading directions, 
adherence to scoring procedures as outlined in the test manual, and 
maintenance of test security were reviewed. The speech-language 
pathologist participating in this study, along with the researcher has 
extensive clinical experience in the area of communication disorders in 
adolescents and adults. Also, both she and the researcher have years 
of experience in the administration and scoring of the TOAL-2, 
predecessor of the TOAL-3. Both TOAL-2 and TOAL-3 share similar test 
procedures for administration and scoring (Hammill et al., 1994, p. 53).
Research Selection 
An initial Freshmen Preview list was obtained from the Office of 
Student Orientation during the first week in the month of May. This list 
contained the names of 377 freshmen students [313 in-state students;
64 out-of-state students] who had been accepted for admission into 
Crosstown University. These freshmen students had also signed-up to 
attend Freshmen Preview in the early weeks of June. Freshmen Preview 
is compulsory for all incoming freshmen students at Crosstown University 
to introduce them to their intended advisors, and to orient them to
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college life at Crosstown University. Additionally, students take 
their placement measures for academic skills (i.e., reading, writing 
and math) during Preview to determine academic potential or need for 
remedial assistance (Crosstown University Catalog, 1996-98, p. 39).
The total population of 313 in-state students was mailed 
"Introduction/Agree to Participate (I/AP)" forms. A random selection 
process was used to identify 32 of the 64 out-of-state students for 
participation in this study. Thus, a total of 345 I/AP forms, from this 
first group of freshmen, scheduled to attend Preview in the early 
weeks in June were mailed with a requested return date of four weeks.
Prior to the four-week return date, approximately 10 I/AP forms 
had been received. Two of the letters were returned by students who 
indicated their inability to participate in the study because they 
were below the age requirement (i.e., 18, 19, 20, and 21). I/AP forms 
were then revised to include seventeen-year-olds with parental approval. 
The revised letter was mailed to the remaining 337 students with 
a requested return of four weeks. A third mailing of the I/AP forms 
from an expanded list of incoming freshmen students, scheduled to 
attend Preview the later weeks in June and for the month of July 
was done. This letter had a requested return date of four weeks. A total 
of 968 I/AP letters were mailed to freshmen students in a two-month 
period. By the final requested return date of July, 27 I/AP forms 
were received. All I/AP forms were mailed directly to parents as a means 
of encouraging student participation. Although many parents were
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receptive to the study, parental support did not manifest itself into a 
high student participation rate. The inability of students to keep 
assigned testing appointments resulted in a significantly smaller 
research sample than intended. Several of the anticipated test subjects 
were scheduled as many as 5 or 6 times. Subjects were always contacted 
the day or night before the scheduled evaluation to confirm the 
appointment. After several missed appointments, some subjects 
eventually stated their disinterest in being a participant.
Because of the low return rate, approval was given by Crosstown 
University to utilize the Preview Testing Staff (i.e., instructors) to 
solicit students to participate in the study. Announcements regarding the 
study, were made by the Preview Testing Staff at each Preview. A 
sign-up sheet was made available for interested freshmen students upon 
completion of their Preview schedule. Twenty-five (25) students from 
these various Preview sessions signed-up to participate in the study.
Additional efforts were made by the researcher to recruit freshmen 
students involved in the Multicultural Summer Program (MSP) at 
Crosstown University. The Office of Multicultural Student Services 
sponsors activities and programs to enhance the college experiences of 
minority students, from admission through graduation at Crosstown 
University (Crosstown University Catalog, 1996-98, p. 7). Officially, 
titled the Virginia Recruitment and Retention Program, minority 
students participating in this program represented freshmen students 
having either high SAT Composite Scores but low high school GPAs or high,
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high school GPAs but low SAT Composite Scores. Crosstown University 
provides enrichment programs for these freshmen minority students to 
prepare them for college academic life and, hopefully increase their 
potential for academic advancement and persistence toward graduation.
The VRRP is open to any minority, particularly African-American 
freshmen, students who meet the criteria for enrollment into the 
program based on their preadmission scores (Interview with Program 
Coordinator for the Multicultural Center Program, July, 1996; Telephone 
Conferences with Multicultural Center Program Personnel, June 23 and 24, 
1997). Freshmen students participating in this program take their 
placement exams for academic skills (i.e., reading, writing and math) 
shortly after enrollment into VRRP. This is to ensure that the 
enrichment programs being offered by VRRP address specific academic 
needs in preparation for college life. During the time of this research 
study, approximately 35 African-American freshmen college students were 
participating in the VRRP at Crosstown University. Efforts were made to 
involve these freshmen as volunteers for the study. These efforts 
consisted of (a) leaving announcement letters, (b) making daily trips to 
the center, and (c) making telephone calls to discuss the study with 
students and seek their participation. Nevertheless, no freshmen 
minority student from VRRP volunteered as a participant for the study.
Thirty-three (33) of the participants in the study, were 
administered the TOAL-3 on the campus of Crosstown University. Seven 
(7) of the freshmen participants were unable to meet at Crosstown
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University for testing. Therefore, the researcher accommodated these 
seven (7) students by scheduling testing at public libraries closer to 
their homes. All testing conditions similar to those maintained when on 
the campus of Crosstown University were enforced by the researcher 
when off the campus of Crosstown University.
Mitigating circumstances interferred with the ability of some 
subjects to keep scheduled appointments. For example, one (1) subject 
was directed to the wrong place by the media staff. This student was 
unable to reschedule because of a job conflict. Another student had to 
withdraw from the study after missing his first scheduled appointment 
because of religious obligations.
Seventy— six (76) first-time college freshmen students volunteered 
to participate in the study. Testing for the study started the first 
week in June and concluded the last week in August, 1996, prior to the 
start of first semester for Fall '96. The breakdown of those freshmen 
participants actually tested are shown in Table 6.
Table 6
Test Subjects' Participation Rate
Source of Referral No. Agreed to No. Who
Participate Did Participate
A. Answered for Mailing 27 15
B. Signed-Up During Preview 25 15
C. Solicited by Researcher 24 10
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Data Analysis
Five sequential statistical analyses were performed to test the 
three hypotheses of this study.
First, descriptive statistics were generated (i.e., minimum and 
maximum score, mean, range and standard deviation) for all subject 
measures on the Scholastic Assessment Test (SAT), high school grade 
point average (HGPA), Degrees of Reading Power (DRP) test, Writing 
Sample Placement Test (WSPT), the Test of Adolescent and Adult 
Language (TOAL-3) and freshmen first semester grade point average 
(FGPA). These statistics provided a means by which a profile could be
established that would summarize each subject’s data characteristics.
2
Second, Chi-Squares (X ) were generated to determine sample 
equivalency along race (i.e., African-American and White) and gender 
(i.e., male and female) lines.
Third, a General Linear Analysis of Variance was performed to 
examine whether the prediction and placement measures (i.e.,
SAT, HGPA, DRP, WSPT and TOAL-3) varied as a function of race and/or 
gender. Also, this analysis functioned as a mechanism to substantiate 
prior research that suggested that college preadmission measurements 
(i.e., standardized tests) result in significant test score differences 
among minorities, especially African-Americans (Cole, 1987; Frierson, 
1986; Johnson, 1988; Lewis, 1996).
Fourth, Chi-Squares were generated to determine the proportion of 
subjects achieving TOAL-3 composite language quotients (CQ) in the
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Very Superior range (i.e., 131-165), Superior range (i.e.,
121-130), Above Average range (i.e., 111-120), Average range 
(i.e., 90-110), and Below Average range (i.e., 80-89) with race and 
gender as independent variables while controlling for placement scores. 
This procedure determined whether subjects’ TOAL-3 GLQ and Composites 
were statistically significant based on gender and race; and, if these 
subscales could predict a freshman's potential for academic success.
Fifth, multiple regression analysis was performed to determine the 
contribution of the TOAL-3 over and above the predictability of the 
traditional prediction and placement measures. This analysis was 
performed in three blocks: (a) Scholastic Assessment Test (SAT) and 
high school grade point average (HGPA), (b) Degrees of Reading Power 
(DRP) test and Writing Sample Placement Test (WSPT) and (c) Test 
of Adolescent and Adult Language (TOAL-3). At each block, the portion 
of variance accounted for was examined to determine if it met the 
criterion for statistical significance.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Prediction-Placement Measures 129
Chapter Four 
Data Analysis and Findings 
Overview
This section contains (a) a description of the procedures followed,
(b) an account of the data analyses performed and (c) the findings
generated to test the five hypotheses in this study.
Two statistical analyses were used for testing the proposed
hypotheses for this study: (a) Chi-Square, and (b) the General Linear
2
Model (GLM). Chi-Square (X ), a nonparametric statistical test, is 
defined by Ball and Gall (1989) as a statistical procedure "that is 
used when the research data are in the form of frequency counts. These 
frequency counts can be placed into two or more categories" (p. 562).
In the present study, race and gender were two of the categorical 
variables for which Chi-Square analysis was used.
The General Linear Model (GLM) is considered the foundation for 
most statistical procedures (i.e., factor analysis, covariance, etc.). 
The SAS/Statistical Users Guide (1990) stated, . . . "the GLM should 
be used in most unbalanced situations, that is, models where there are 
unequal numbers of observations for the different combinations of 
independent variables specified in the dependent variable statement"
(p. 898). Specifically, the GLM was used in this study to examine 
differences in the Scholastic Assessment Test (SAT), high school grade 
point average (HGPA), Degrees of Reading Power (DRP) test, Writing
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Sample Placement Test (WSPT), Test of Adolescent and Adult Language 
(TOAL-3) and freshmen first semester grade point average (FGPA) as a 
function of race and gender. Analyses of the performances of the 
freshmen participants as an interaction of race and gender on the 
study measures were unattainable because of the insufficient sample size 
of African-American males (i.e., 1 African-American male and 9 White 
males). Frequency counts, means and standard deviations were 
provided in those situations in which a parametric analysis was 
excluded. The results of Chi-Square analyses were reported whether 
significant or nonsignificant because of their value in offering insight 
in this study's findings and future studies.
All data analyses for this study were conducted utilizing 
Statistical Analysis Software (SAS) or the Statistical Package for the 
Social Sciences (SPSS-PC). Statistical significance was established at 
the .05 level.
Review of Study's Goal
The initial intent of the study was to obtain a sample of 200 
first-time college freshmen students. Racially, the sample was to 
contain 100 African-Americans and 100 Whites. Gender composition was to 
include 100 males and 100 females to make meaningful comparisons along 
race and gender lines. However, due to complications in gathering a 
sufficient number of freshmen, a smaller sample of students was 
collected.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Prediction-Placement Measures 131
Participants in the Study
There was a total of 40 subjects whose test scores were analyzed. 
Their mean age was 17.8 with a minimim age of 17 and a maximum age of 
19. Along racial lines, there were 14 [35%] African-Americans and 26 
[65%] Whites. Along gender lines, there were 10 [25%] males and 30 [75%] 
females. The relationship between race and gender was not significant 
(see Table 7). However, because of the insufficient sample size, caution 
should be taken in interpreting this data.
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Table 7




Race n_ n_ N = 40
African 1 13 14
American
White 9 17 26
10 30 40
2
Note: X (1, N, = 40) = 3.66, jj > .05). Not statistically significant
as a function of race and gender.
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The Study's Instruments
Crosstovm University uses the Scholastic Assessment Test (SAT), 
the Degrees of Reading Power (DRP) test, and the Writing Sample 
Placement Test (WSPT) as prediction and placement measures in 
identifying freshmen students as either Predicted Success (PS) or 
Potential Difficulty (PD). The SAT, in conjunction with high school GPA, 
were used as traditional predictor measures of an applicant in 
determining the potential for academic success. In contrast, the DRP 
and WSPT, were used as placement measures to determine the level of 
academic skills in reading and writing, and the potential for academic 
success in these areas (Crosstown University Catalog, 1996-98, p. 15).
The intent of the study was to compare groups of freshmen 
participants who fulfilled the "typical freshmen profile" on either the 
prediction measures (i.e., SAT Composite of 1050 or more and HGPA of 
2.80 or more) or the placement measures (i.e., DRP score of 66 or more 
and WSPT grade of 1) against freshmen participants who did not.
However, because of insufficient sample size and the fact that 
over 70% percent of the freshmen participants composed a hybrid sample 
(i.e., having an SATCMP of 1050 or more, but a HGPA of 2.79 or less, or 
a HGPA of 2.80 or more, but an SATCMP of 1049 or less, or a DRP score of 
66 or more, but a failing WSPT grade or a DRP score of 65 or less and a 
passing WSPT grade), this procedure was unattainable. Therefore, 
freshmen participants were identified as Predicted Success (PS) or
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Potential Difficulty (PD) on each study measure. This was done to 
determine which study measure was statistically significant in 
predicting first semester grade point average (FGPA) (Crosstown 
University School Catalog, 1996-98, p. 15).
Alternative Language-Based Measure
A freshman participant’s TOAL-3 General Language Quotient Score 
(GLQ) was used to identify the freshman participant as either Predicted 
Success (PS) or Potential Difficulty (PD). On the TOAL-3, a GLQ of 90 is 
indicative of language skills within the average range. Therefore, a 
freshman participant who received a GLQ of 90 or higher was identified 
as PS. Such a freshman had demonstrated communication competence 
(i.e., speaking, listening, reading and writing) for academic success 
at the postsecondary level. On the TOAL-3, a GLQ of 89 is indicative of 
language skills within the below average range. Therefore, a freshman 
participant who received a GLQ of 89 or less was identified as PD. Such 
a freshman had demonstrated possible deficits (i.e., impairments) in his 
or her levels of communication competence (i.e., speaking, listening, 
reading and writing). These deficits left untreated could impair the 
potential for academic success at the postsecondary level.
The TOAL-3 GLQ and Composite Quotients (CQ) were also used in 
delineating a freshman participant's strengths and weaknesses 
(i.e., Very Superior, Superior, Above Average, Average, Below Average 
Poor and Very Poor) in the areas of speaking, listening, reading and
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writing to determine predictive validity of the various subscales in 
identifying a freshman’s potential for academic success.
Hierarchial multiple regression analysis was used to determine 
which measure accurately identified a statistically significant number 
of first-time freshmen participants as Predicted Success (PS). This 
level of success was based on the freshman participant achieving a first 
semester grade point average (FGPA) of 2.00 or above: the criterion 
variable.
Statement of the Procedure
Descriptive statistics were generated (i.e., minimum and 
maximum scores, mean, range and standard deviation) for the traditional 
prediction and placement measurement scores and the TOAL-3 GLQ 
and CQs. These statistics provided a profile that could be used in 
summarizing each subject's data characteristics. The mean scores for the 
traditional prediction and placement measures were as follows: 
the SAT Composite Score (SATCMP) 1049; the SAT Verbal score (SATVRB) 
535.8; the high school grade point average (HGPA) 3.0; and the Degrees 
of Reading Power test (DRP) 80. No mean score was reported for the 
Writing Sample Placement Test (WSPT) because students were graded 
as pass or fail on this measure. On the alternative measure, The Test of 
Adolescent and Adult Language (TOAL-3), the mean scores were as 
follows: the General Language Quotient (GLQ) 102.3; Listening Composite 
(LISQU0) 101.4; Reading Composite (REDQU0) 107.9; Spoken Language
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Composite (SPKQUO) 100.2; Written Language Composite (WRLQUO) 104.0; 
Vocabulary Composite (V0CQU0) 104.6; Grammar Composite (GRMQU0) 100.1; 
Receptive Language Composite (RECQUO) 105.5; and, Expressive Language 
Composite (EXLQUO) 99.2. The mean score for first-time freshmen first 
sememster grade point average (FGPA) was 2.6. (See Table 8 for General 
Descriptive Statistics on traditional prediction and placement measures 
and the TOAL-3 GLQ and CQs; Table 9 for the Breakdown of Raw Scores on 
the Traditional and Alternative Measure; and, Table 10 for TOAL-3 Subtest 
Scores).
See the following Appendixes for study measures' raw data:
(1) A-B for TOAL-3 Subtest Scores of African-American and White 
Freshmen Participants; (2) C-D for TOAL-3 Subtest Scores of Males and
Females; (3) E for TOAL-3 Subtests and Composites for Speaking and the
SAT Verbal and Composite Scores; (4) F for TOAL-3 Subtest and
Composites and the WSPT; (5) G for TOAL-3 Reading Subtests and
Composites and the DRP; (6) H for TOAL-3 GLQ and FGPA; (7) I 
for TOAL-3 Listening Subtests and Composites and FGPA; (8) J for 
Scorer Reliability Performance on the TOAL-3 Writing Subtest, and (9)
K for the Other Composite Scores (i.e., Speaking, Writing, etc.).
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Table 8
General Descriptives for Traditional Prediction and Placement
Measures and The Test of Adolescent and Adult Language (TOAL-3)
Minimum
Analysis
Maximum Mean Std. Deviation
^Variables
AGE 17.00 19.00 17.8 .22
SATVRB 390.00 770.00 535.8 86.47
SATCMP 870.00 1380.00 1049.0 132.51
HGPA 2.07 3.91 3.0
00•
DRP .62 .99 0.8 .11
GLQ 83.00 120.00 102.3 10.10
SPLQUO 80.00 125.00 100.2 10.62
GRMQUO 72.00 120.00 100.1 11.34
LISQUO 82.00 124.00 101.4 9.87
REDQUO 73.00 127.00 107.9 11.20
VOCQUO 83.00 132.00 104.6 10.78
WRLQUO 73.00 123.00 104.0 11.30
RECQUO 77.00 128.00 105.5 10.23
EXLQUO 72.00 125.00 99.2 11.21
FGPA .70 3.94 2.6 .72
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Table 9
Traditional Prediction and Placement Measures (Scores)
Subjects
SAT
Verbal/Composite *HGPA *DRP *WSPT
A 490/960 3.08 0.70 I
B 640/1210 2.07 0.95 1
C 460/870 2.78 0.70 3
D 540/1010 3.55 0.83 1
E 420/870 3.01 0.71 3
F 440/940 3.05 0.62 3
H 540/1020 2.28 0.88 I
I 460/900 3.24 0.75 1
J 450/890 2.98 0.83 3
K 580/1130 3.53 0.99 1
L 560/1090 3.53 0.77 1
M 690/1380 2.92 0.99 1
N 540/1030 2.16 0.77 3
O 590/1160 3.40 0.83 1
P 440/900 3.55 0.73 1
Q 390/950 2.34 0.70 1
R 520/1020 2.56 0.80 1
S 680/1310 2.63 0.88 1
T 580/1110 3.59 0.83 1
U 550/1020 3.43 0.73 1
V 550/1030 3.30 0.77 1
W 750/1380 3.42 0.99 1
X 510/980 2.07 0.63 3
(Table Continues)
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Table 9
Traditional Prediction and Placement Measures (Scores)
Subjects
SAT
Verbal/Composite *HGPA ‘ DRP *WSPT
Y 580/1170 3.38 0.73 1
Z 590/1150 2.71 0.67 1
AA 480/960 3.58 0.67 1
BB 570/1040 3.04 0.88 1
CC 490/1080 3.50 0.73 1
DD 610/1250 3.91 0.77 1
EE 410/870 3.00 0.68 1
FF 550/1050 3.25 0.80 1
GG 540/990 2.77 0.70 1
HH 480/920 2.68 0.62 3
n 600/1120 2.37 0.95 3
JJ 510/960 3.24 0.68 3
KK 510/1040 2.61 0.80 1
LL 440/1020 3.26 0.65 3
MM 520/990 2.50 0.77 1
NN 770/1210 3.24 0.99 1
OO 510/970 3.11 0.88 1
*HGPA = High School Grade Point Average; *DRP = Degrees of Power Reading Test and 
WSPT = Writing Sample Placement Test
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Subject RS % SS RS •/«. SS RS % SS RS •/. SS RS % SS RS % SS RS % SS RS % SS
A 30 84 13 32 84 13 22 63 11 22 84 13 28 84 13 23 63 11 21 63 11 9 5 5
B 33 95 15 33 84 13 23 75 12 20 SO 10 30 95 15 25 91 14 26 84 13 19 50 10
C 23 37 9 17 25 8 21 SO 10 15 9 6 25 50 10 20 37 9 19 37 9 17 37 9
D 21 25 8 31 75 12 23 75 12 21 63 11 24 50 10 23 63 11 23 75 12 19 50 10
E 21 25 8 28 63 11 18 25 8 18 25 8 24 50 10 25 91 14 21 63 11 14 25 8
F 21 25 8 30 75 12 19 37 9 19 37 9 24 50 10 23 63 11 20 50 10 16 25 8
H 33 95 15 12 9 6 16 16 7 21 63 11 27 75 12 25 91 14 22 63 11 18 50 10
I 26 50 10 16 16 7 17 25 8 21 63 11 24 SO 10 23 63 11 22 63 11 13 16 7
J IS 9 6 28 63 11 22 63 11 18 25 8 21 25 8 23 63 11 23 75 12 17 37 9
K 24 37 9 32 84 13 21 SO 10 19 37 9 17 16 7 23 63 11 25 84 13 ■ 19 50 10
L 29 75 12 30 75 12 22 63 11 16 9 6 26 63 11 22 50 10 19 37 9 21 63 U
M 31 91 14 31 75 12 24 75 12 22 84 13 28 84 13 25 91 14 28 91 14 22 63 11
N 26 50 10 24 50 10 17 25 8 21 63 11 24 50 10 22 50 10 7 <1 2 4 <1 2


























Subject RS % SS RS % SS RS % SS RS % SS RS V. SS RS •/. SS RS % SS RS % SS
P 23 37 9 28 63 11 15 9 6 10 <1 2 23 37 9 23 63 11 17 25 8 20 63 11
Q 16 16 7 15 16 7 20 50 10 13 2 4 22 37 9 25 91 14 22 63 11 12 16 7
R 26 50 10 32 84 13 24 75 12 19 37 9 28 84 13 24 75 12 27 84 13 19 50 10
s 28 63 11 30 75 12 25 75 12 19 37 9 29 91 14 25 so 10 30 98 16 19 so 10
T 23 37 9 29 63 11 25 84 13 19 37 9 27 75 12 22 50 10 27 84 13 17 37 9
(J 24 37 9 28 63 11 23 75 12 21 63 11 27 75 12 22 50 10 22 63 11 14 25 8
V 23 37 9 32 84 13 21 50 10 21 63 11 25 50 10 23 63 11 22 63 11 22 63 11
w 31 91 14 31 75 12 24 75 12 26 99 17 29 91 14 24 75 12 30 98 16 19 so 10
X 25 50 10 20 37 9 21 50 10 15 9 6 27 75 12 21 50 10 19 37 9 . 8 2 4
Y 17 9 6 29 63 11 21 50 10 20 SO 10 28 84 13 22 50 10 25 84 13 23 75 12
Z 30 84 13 27 63 11 23 75 12 18 25 8 29 91 14 24 75 12 24 75 12 6 <1 2
AA 21 25 8 24 50 10 20 50 10 19 37 9 26 63 11 25 91 14 21 63 11 19 50 10

































Subject US % SS KS % SS KS % SS KS % SS KS % SS RS % SS RS % SS KS % SS
CC 25 50 10 29 63 11 20 50 10 19 37 9 24 50 10 24 75 12 20 50 10 21 63 11
DD 29 37 9 15 16 7 20 50 10 16 9 6 25 50 10 24 75 12 23 75 12 16 25 8
EE 22 37 9 15 16 7 20 50 10 16 9 6 25 50 10 23 63 11 23 75 12 16 25 8
FF 25 50 10 29 63 11 22 63 11 19 37 9 27 75 12 25 91 14 26 84 13 21 63 11
GG 26 50 10 31 75 12 24 75 12 15 9 6 28 84 13 22 50 10 17 25 8 18 50 10
IIH 18 16 7 30 75 12 16 16 7 18 25 8 25 50 10 22 50 10 21 63 11 12 16 7
II 24 37 9 34 91 14 19 37 9 19 37 9 27 75 12 24 75 12 18 37 9 19 so 10
JJ 21 37 9 12 9 6 22 63 11 15 9 6 15 9 6 11 5 5 22 63 11 11 9 6
KK 17 16 7 31 75 12 19 37 9 27 99 17 25 50 10 25 91 14 21 63 11 14 25 8
LL 23 37 9 23 50 10 10 1 3 17 16 7 23 37 9 9 2 4 22 63 11 16 25 8
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Statement of the Results
Chi-Square analysis revealed a statistically significant 
difference between the traditional placement measure, WSPT, and the 
alternative measure, the TOAL-3, in identifying entering freshmen 
participants as either Predicted Success (PS) or Potential Difficulty 
(PD) based on written language proficiency. There was no statistically 
significant difference found on the traditional prediction measures, 
SAT and HGPA; or the placement measure, DRP in identifying freshmen 
participants as either PS or PD (see Table 11).
Table 11
Traditional Prediction and Placement Measures versus the Alternative
Measure
Variables DF F-Value P-Value
SATCMP vs. TOAL-3 GLQ 1 3.43 .064
HGPA vs. TOaL-3 GLQ 1 .063 .802
DRP vs. TOAL-3 GLQ 1 .635 .426
WSPT vs. TOAL-3 GLQ 1 9.22 .002*
Note: ^statistically significant, £  < .05.
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Statement of the Results
Descriptive data were generated to identify freshmen participants, 
per Crosstown University's admission measures and the TOAL-3 GLQ. The 
SATCMP and HGPA were used as traditional prediction measures. The DRP 
and WSPT were used as placement measures for academic skills level. 
Chi-Square analyses were reported for the variables race and gender.
Analyses of Traditional Prediction and Placement Measures
Results in Table 12 show the performances of freshmen participants 
on the prediction measure, the Scholastic Assessment Test (SAT)
Composite Scores (SATCMP), along racial lines.
From the total group of 14 African-American freshmen participants,
2 [14%] had an SATCMP of 1050 or more (PS), and the remaining 12 [86%] 
had an SATCMP of 1049 or less (PD). Thus, eighty-six [86%] percent of the 
African-American freshmen were identified as PD rather than PS based on 
the SATCMP. From the total group of 26 White freshmen participants, 13 
[50%] had an SATCMP of 1050 or more (PS), and the remaining 13 [50%] had 
an SATCMP of 1049 or less (PD). Thus, the White freshmen were equally 
divided between the categories PS [50%] and PD [50%]. There was a 
statistically significant difference on the SATCMP as a function of 
race (see Table 12).
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Table 12
Analysis of SAT Composite Scores (SATCMP) By Race
SAT Composite Scores (SATCMP) 
1049 or Less 1050 or More




White 13 13 26
25 15 40
2
Note; X (1, _N = 40) = 4.95, £  < .05). Statistically
significant as a function of race (e.g., more Whites identified as PS
than African-Americans).
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Results in Table 13 show the performances of freshmen participants
on the prediction measures, the Scholastic Assessment Test (SAT)
Composite Scores (SATCMP), along gender lines.
From the total group of 10 male freshmen participants, 7 [70%] had 
an SATCMP of 1050 or more (PS), and the remaining 3 [30%] had an SATCMP 
of 1049 or less (PD). Thus, seventy [70%] percent of the male freshmen 
were identified as PS rather than PD based on the SATCMP. From the total 
group of 30 female freshmen participants, 8 [27%] had an SATCMP of 1050 
or more (PS), and the remaining 22 [73%] had an SATCMP of 1049 or less 
(PD). Thus, seventy-three [73%] percent of the female freshmen were 
identified as PD rather than PS based on the SATCMP. Significant 
difference was revealed on the SATCMP along gender lines (see Table 13).
Table 13
Analysis of SAT Composite Scores (SATCMP) By Gender
SAT Composite Scores (SATCMP) 
1049 or Less 1050 or More
Gender n_ n_
o-yn
Male 3 7 10
Female 22 8 30
25 15 40
2
Note; X (1, = 40) = 6.01, _g. < -05). Statistically significant
as a function of gender (e.g., more males identified as PS than females).
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Results in Table 14 show the performances of freshmen participants
on the prediction measure, high school grade point average (HGPA), along
racial lines.
From the total group of 14 African-American freshmen participants, 
11 [79%] had a HGPA of 2.80 or more (PS), and the remaining 3 [21%] had 
a HGPA of 2.79 or less (SWI). Thus, seventy-nine [79%] percent of the 
African-American freshmen were identified as PS rather than PD based on 
the HGPA. From the total group of 26 White freshmen participants, 15 
[58%] had a HGPA of 2.80 or more (PS), and the remaining 11 [42%] had a 
HGPA of 2.79 or less (PD). Thus, fifty-eight [58%] percent of the White 
freshmen were identified as PS rather than PD based on the HGPA. There 
was no statistically significant difference on HGPA as a function of 
race (see Table 14).
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Table 14








White 11 15 26
14 26 40
2
Note: X (1, JN = 40) = 1.72, j). > .05). Not statistically
significant as a function of race.
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Results in Table 15 show the performances of freshmen participants
on the prediction measure, high school grade point average (HGPA), along
gender lines.
From total the group of 10 male freshmen particpants, 6 [60%] had a 
HGPA of 2.80 or more (PS), and the remaining 4 [40%] a HGPA of 2.79 or 
less (PD). Thus, sixty [60%] percent of the male freshmen were 
identified as PS rather than PD based on the HGPA. From the total group 
of 30 female freshmen participants, 20 [67%] had a HGPA of 2.80 or more 
(PS), and the remaining 10 [33%] had a HGPA of 2.79 or less (PD). Thus, 
sixty-seven [67%] percent of the female freshmen were identified as PS 
rather than PD based on the HGPA (see Table 15).
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Table 15




Gender ri n_ N = 40
Male 4 6 10
Female 10 20 30
14 26 40
2
Note; X (1, II = 40) = .147, £  > .05). Not statistically significant 
as a function of gender.
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Results in Table 16 show the performances of freshmen participants
on the placement measure for reading, the Degrees of Reading Power (DRP)
test, along racial lines.
From the total group of 14 African-American freshmen participants, 
all 14 [100%] were identified as PS rather than PD based on the DRP. 
From the total group of 26 White freshmen participants, 22 [85%] were 
identified as PS, and the remaining 4 [15%] were identified as PD. Thus, 
eighty-five [85%] percent of the White freshmen were identified as PS 
rather than PD based on the DRP. There was no statistically significant 
difference on the DRP as a function of race (see Table 16). However, 
results should be viewed with caution because of insufficient sample 
size.
Table 16








White 4 22 26
4 36 40
2
Note: X (1, ]£ = 40) = 2.39, £  > .05). Not statistically
significant as a function of race.
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Results in Table 17 show the performances of freshmen participants
on the placement measure, the Degrees of Reading Power (DRP) test, along
gender lines.
From the total group of 10 male freshmen participants, 9 [90%] were 
identified as PS, and the remaining one (1) [10%] was identified as PD. 
Thus, ninety [90%] percent of the male freshmen were identified as PS 
rather than PD based on the DRP. From the total group of 30 female 
freshmen participants, 27 [90%] were identified as PS, and the remaining 
3 [10%] were identified as PD. Thus, ninety [90%] percent of the female 
freshmen were identified as PS rather than PD based on the DRP. Results 
revealed no statistically significant difference on the DRP as a
function of gender (see Table 17). 
Table 17




Gender n. ii N = 40
Male 1 9 10
Female 3 27 30
4 36 40
2
Note: X (1, N = 40) = .000, £  > .05). Not statistically signficant
as a function of gender.
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Results in Table 18 show the performance of freshmen participants
on the placement measure for writing, the Writing Sample Placement Test
(WSPT), along racial lines.
From the total group of 14 African-American freshmen participants, 
11 [79%] were identified as PS, and the remaining 3 [21%] were 
identified as PD based on the WSPT. Thus, seventy-nine [79%] percent of 
the African-American freshmen were identified as PS rather than PD 
based on the WSPT. From the total group of 26 White freshmen 
participants, 19 [73%] were identified as PS, and the remaining 7 [27%] 
were identified as PD. Thus, seventy-three [73%] percent of the White 
freshmen were identified as PS rather than PD based on the WSPT. There 
was no statistically significant difference on the WSPT as a function 
of race (see Table 18).
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Table 18








White 7 19 26
10 30 40
2
Note; X (1, _N = 40) = .147, £  > .05). Not statistically 
significant as a function of race.
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Results in Table 19 show the performances of freshmen participants
on the placement measure, the Writing Sample Placement Test (WSPT),
along gender lines.
From the total group of 10 male freshmen participants, 9 [90%] were 
identified as PS, and the remaining one (1) [10%] was identified as PD. 
Thus, ninety [90%] percent of the male freshmen were identified as PS 
rather than PD based on the WSPT. From the total group of 30 female 
freshmen participants, 21 [70%] were identified PS, and the remaining 
9 [30%] females were identified PD. Thus, seventy [70%] percent of the 
female freshmen were identified as PS rather than PD based on the WSPT. 
Results revealed no statistically significant difference on WSPT as a 
function of gender (see Table 19).
Table 19




Gender n_ n. N = 40
Male 1 9 10
Female 9 21 30
10 30 40
2
Note: X (1, _N = 40) = 1.60, > .05). Not statistically significant
as a function of gender.
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Overall findings on this section revealed that the traditional 
prediction measure, the Scholastic Assessment Test (SATCMP) was 
statistically significant as a function of race and gender (see Tables 
12 and 13). However, caution should be exercised in interpreting these 
findings due to insufficient sample size. No statistically 
significant findings were yielded for the other prediction measure, 
high school grade point average (HGPA) or the placement measures, the 
Degrees of Reading Power test (DRP) or the Writing Sample Placement 
Test (WSPT) as a function of race or gender.
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Alternative Language-Based Measure
Composite Quotients (CQ) for the TOAL-3 provide more information 
in interpreting test performance because each is composed of various 
subtests rather than just one subtest. All CQs are constructed with a 
mean of 100 and a standard deviation of 15 (p. 36). The General Language 
Quotient (GLQ) is a compilation of all eight subtests, and reflects the 
individual's "global competence relative to speaking, listening, reading 
and writing" (Hammill et al. 1994, p. 37). A GLQ score of >_ 90 suggests 
language skills within the normal range. CQs are used to describe language 
ability across the areas of speaking, listening, reading and writing. A 
CQ score (for language) within the 131-165 range indicates Very 
Superior skills, 121-130 Superior skills, 111-120 Above Average skills 
and 90-110 Average skills. A freshman participant receiving a GLQ 90 
has demonstrated adequate language skills (i.e., normal). Such a level 
of communication competence is indicative of the potential for academic 
success. For this study, a GLQ 90 was used to operationalize the 
category, PS. A GLQ within the 80-89 range indicates Below Average 
skills, the 70— 79 range Poor skills and the 35-69 range Very Poor 
skills. A freshman participant receiving a GLQ <_ 89 has demonstrated 
inadequate language skills (i.e., deficits). Such an inadequate level of 
communication competence may result in potential academic difficulty.
For this study, a GLQ <_ 89 was used to operationalize the category PD 
(see Table 20 for Composite Scores).




SSS = Sum of Standard Score % = P e r c e n t i l e _________ Q = Quotient
Com posite Listening Speaking R eading W ritten  Language
Subject SSS % Q SSS % Q SSS % Q SSS % Q SSS % Q
A 90 73 107 2 6 89 118 24 79 112 24 79 112 40 50 100
B 102 91 119 28 95 124 22 65 106 29 97 127 52 91 120
C 65 19 87 16 21 88 16 21 88 19 42 97 33 21 88
D 97 84 115 20 50 100 23 73 109 21 58 103 33 21 88
E 88 68 107 19 42 97 16 21 88 24 79 112 43 63 105
F 73 35 94 20 50 100 18 35 94 21 58 103 35 30 92
H 86 63 105 21 58 103 18 35 94 26 89 118 47 79 112
I 75 39 96 17 27 91 19 42 97 21 58 103 39 45 98
J 70 27 91 17 27 91 19 42 97 19 42 97 40 50 100
K 82 55 102 22 65 106 19 42 97 18 35 94 41 55 102
L 82 55 102 24 79 112 17 27 91 21 58 103 41 55 102
M 103 91 120 26 89 118 25 84 115 27 92 121 52 91 120
>' 63 16 8 5 20 50 100 19 42 97 20 50 100 24 3 73
O 80 50 100 16 21 88 18 35 94 26 89 118 46 75 110
P 67 23 89 20 50 100 8 <1 64 20 50 100 39 45 98
Q 69 25 90 14 12 82 14 12 82 23 73 109 41 55 102
R 92 75 110 23 73 109 21 58 103 25 84 115 48 81 113
S 98 86 116 23 73 109 21 58 103 28 98 124 54 94 123
r 86 63 105 20 50 100 22 65 106 22 65 106 44 68 107
u 84 58 103 20 50 100 23 73 109 22 65 106 41 55 102
V 86 63 105 22 65 106 21 58 103 21 58 103 43 63 105
\v 97 84 115 26 89 118 29 97 127 26 89 118 52 91 120
X 70 27 91 19 42 97 16 21 88 22 65 106 35 30 92
Y 85 61 104 17 27 91 20 50 100 23 73 109 48 81 113
Z 87 65 106 24 79 112 20 50 100 26 89 118 43 63 105
(Table Continues)




SSS = Sum of Standard Score % = Percentile Q = Quotient
Com posite Listen ing Speaking Reading W rit)ten Language
Subject SSS % Q SSS % Q SSS % Q SSS % Q SSS % Q
A A 83 58 103 18 35 94 19 42 9 7 25 84 115 4 6 75 110
BB 103 91 120 2 4 79 112 29 97 127 28 95 124 52 91 120
C C 83 58 103 21 58 103 19 42 97 22 65 106 43 63 105
D D 94 79 112 23 73 109 23 73 109 24 79 112 48 81 113
E E 73 35 94 16 21 88 16 21 88 21 58 103 41 55 102
FF 90 73 109 21 58 103 20 50 100 26 89 118 49 84 115
G G 81 53 101 22 68 106 18 3 5 94 23 73 109 41 55 102
H H 72 32 93 19 42 97 15 16 85 20 50 100 38 42 97
I I 84 58 103 23 73 109 18 35 94 24 79 112 43 63 105
JJ 63 13 83 15 16 85 17 27 91 11 3 73 28 9 80
K K 87 65 106 18 35 94 26 89 118 24 79 112 43 63 105
L L 61 13 83 19 42 97 10 12 70 13 8 79 32 19 87
M M 89 70 108 21 58 103 25 84 115 21 58 103 43 63 105
SN 92 75 110 21 58 103 19 35 94 28 95 124 52 91 120
o o 78 45 98 17 27 91 18 35 94 21 58 103 43 63 105
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Analysis of TOAL-3 Test
Results in Tables 21 show the performances of freshmen participants 
on the TOAL-3 General Language Quotient (GLQ), along racial lines.
From the total group of 14 African-American freshmen participants, 
12 [86%] were identified as PS, and the remaining 2 [14%] were 
identified PD. Thus, eighty-six [86%] percent of the African-American 
freshmen were identified as PS rather than PD based on the TOAL-3 GLQ. 
From the total group of 26 White freshmen participants, 23 [88%] were 
identified as PS, and the remaining 3 [12%] were identified as PD. Thus, 
eighty-eight [88%] percent of the White freshmen were identified as PS 
rather than PD based on the TOAL-3 GLQ. Results revealed no 
statistically significant difference on the TOAL-3 GLQ as a function of 
race (see Table 21).
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Table 21
Analysis of TOAL—3 GLQ By Race
GLfi
89 or Less 90 or More




White 3 23 26
5 35 40
2
Note: X (1, N = 
significant as a
= 40) = .063, jj > .05). 
function of race.
Not statistically
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Results in Table 22 show the performances of freshmen participants
on the TOAL-3 General Language Quotient (GLQ), along gender lines.
From the total group of 10 male freshmen participants, 9 [90%] were 
identified as PS, and the remaining one (1) [10%] was identified as PD. 
Thus, ninety [90%] percent of the male freshmen were identified as PS 
rather than PD based on the TOAL-3 GLQ. From the total group of 30 
female freshmen participants, 26 [87%] were identified as PS, and the 
remaining 4 [13%] were identified as PD. Thus, eighty-seven [87%] 
percent of the female freshmen were identified as PS rather than PD 
based on the TOAL-3 GLQ. Results revealed no statistically significant 
difference on the TOAL-3 GLQ as a function of gender (see Table 22).
Table 22




Gender ii n_ N = 40
Male 1 9 10
Female 4 26 30
5 35 40
2
Note: X (1, N = 40) = .076, £  > .05). Not statistically significant
as a function of gender.
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Statement of the Procedures
As one of the statistical analyses of the study, Chi-Squares were 
generated to determine the proportion of freshmen participants achieving 
TOAL-3 CQs in the Very Superior range (i.e., 131-165), Superior 
range (i.e., 121-130), Above Average range (i.e., 111-120), Average 
range (90-110), Below Average range (i.e., 80-89), Poor range 
(i.e., 70-79) and Very Poor range (i.e., 35-69). Differentiation of 
language skills across the areas of speaking, listening, reading and 
writing was performed to determine criterion-related validity among the 
TOAL-3 GLQ and Composites and the traditional placement measures for 
academic skills, the DRP and WSPT. Differentiation of the Composites 
was also performed to illustrate specific strengths and weaknesses and 
severity among freshmen participants to show that freshmen identified 
as PD, may have diversified language needs; supporting the rationale for 
the development of student-specific curriculum for developmental 
programs.
Borg and Gall (1989) defined criterion-related validity "as the 
ability of a test to measure an individual's behavior on some other 
variable, called criterion" (in this study the criterion is academic 
success) (p. 250). A statistical investigation of criterion-related 
validity was not evaluated due to the small sample size that would have 
been generated on the TOAL-3 Composites and the traditional prediction 
and placement measures in determining which group of Composites in
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comparison to the traditional measures were significant in predicting 
2
FGPA. X values were reported for the variables race and gender
on the TOAL-3 GLQ and the Composites (see Tables 24-36). However because
2
of the insufficient sample size, X values were not reported for the 
interaction of the variables race and gender (See Appendixes E-G for 
TOAL-3 Subtests and Composites for Reading and Writing Scores and DRP 
and WSPT Scores for Freshmen Participants).
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General Language Quotient (GLQ)
Results in Table 23 show a breakdown of freshmen participants' 
performances (e.g., Superior, Above Average, Average, etc.) on the 
TOAL-3 GLQ, along racial lines.
From the total group of 14 African-American freshmen participants, 
two (2) [14%] scored within the Above Average range, 10 [71%] scored 
within the Average range, and the remaining 2 [14%] scored within 
the Below Average range. Thus, eighty-six [86%] percent of the 
African-American freshmen scored within the Average or higher; 
therefore, most were identified as PS rather than PD based on the 
TOAL-3 GLQ for language competence. From the total group of 26 White 
freshmen participants, 5 [19%] scored within the Above Average range,
18 [69%] scored within the Average range, and the remaining 3 [12%] 
scored within the Below Average range. Thus, eighty-eight [88%] 
percent of the White freshmen scored within the Average or higher 
range; therefore, most of the White freshmen were identified as PS 
rather than PD based on the TOAL-3 GLQ for language competence. There 
was no statistically significant difference on the performance levels of 
TOAL-3 GLQ as a function of race (see Table 23).
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Table 23






Race n n n N = 40-
African
American
2 10 2 14
White 3 18 5 26
5 28 7 40
2
Note: X (2, = 40) = .188, > .05). Not statistically
significant as a function of race.
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Results in Table 24 show a breakdown of freshmen participants' 
performances (e.g., Superior, Above Average, Average, etc.) on the 
TOAL-3 General Language Quotient (GLQ), along gender lines.
From the group of 10 male freshmen participants, 5 [50%] scored 
within the Above Average range, 4 [40%] scored within the Average 
range, and one (1) [10%] scored within the Below Average range. Thus, 
ninety [90%] percent of the male freshmen scored within the Average or 
higher range; therefore, a majority of the male freshmen were 
identified as PS rather than PD based on the TOAL-3 GLQ for language 
competence. From the group of 30 female freshmen participants, 2 [7%] 
scored within the Above Average range, 24 [80%] scored within the 
Average range, and the remaining 4 [13%] scored within the Below Average 
range. Thus, eighty-seven [87%] percent of the female freshmen scored 
within the Average or higher range; therefore, most of the 
female freshmen were identified as PS rather than PD based on the TOAL-3 
GLQ for language competence. There was statistically significant 
difference on the performance levels of TOAL-3 GLQ, as a function of 
gender (see Table 24).
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Table 24






Gender ii _n ri
o•<rII55|
Male 1 4 5 10
Female 4 24 2 30
5 28 7 40
2
Note: X (2, ]£ = 40) = 9.83, j). < .05). Statistically significant
as a function of gender.
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Speaking Composite Quotient (SPKQUO)
Results in Table 25 show a breakdown of freshmen participants' 
performances (e.g., Superior, Above Average, Average, etc.) on the 
TOAL-3's SPKQUO for spoken language skills, along racial lines.
From the total group of 14 African-American freshmen participants, 3 
[21%] scored within the Above Average range, 8 [57%] scored within the 
Average range, 2 [14%] scored within the Below Average range, and 
the remaining one (1) [7%] scored within the Very Poor range. Thus, 
seventy-nine [79%] percent of the African-American freshmen scored 
within the Average or higher range on speaking skills; therefore, 
most of the African-American females were identified as PS rather than 
PD based on the SPKQUO. From the total group of 26 White freshmen 
participants, 2 [8%] scored within the Superior range, one (1) [4%] 
scored within the Above Average range, 18 [69%] scored within the 
Average range, 4 [15%] within the Below Average range, and the remaining 
one (1) [4%] scored within the Poor range. Thus, eighty-one [81%] 
percent of the White freshmen scored within the Average or higher 
range on speaking skills; therefore, most of the White freshmen were 
identified as PS rather than PD based on the SPKQUO. Results revealed 
no statistically significant difference on SPKQUO as a function of race 
(see Table 25).
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Table 25












3 8 3 14
White 5 18 3 26
8 26 6 40
2
Note: X (2, N_ = 40) = .820, _g. > .05). Not statistically significant
as a function of race.
*1 category also includes scores for Very Poor and Poor performances 
3 category also includes scores for Superior performances
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Results in Table 26 show a breakdown of freshmen participants' 
performances (e.g., Superior, Above Average, Average, etc.) on the 
TOAL-3rs SPKQUO for spoken language, along gender lines.
From the total group of 10 male freshmen participants, one (1)
[10%] scored within the Superior range, one (1) [10%] scored within the 
Above Average range, 6 [60%%] scored within the Average range, one (1) 
[10%] scored within the Below Average range, and one (1) [10%] scored 
within Poor range. Thus, eighty [80%] percent of the male freshmen 
scored within the Average or higher range on speaking skills; 
therefore, most of the male freshmen were identified as PS rather than 
PD based on the SPKQUO. From the total group of 30 female freshmen 
participants, one (1) [3%] scored within the Superior range, 3 [10%] 
scored within the Above Average range, 20 [67%] scored within the 
Average range, 5 [17%] scored within the Below Average range, and the 
remaining one (1) scored within the Very Poor range. Thus, eighty [80%] 
percent of the female freshmen scored within the Average or higher range 
on speaking skills; therefore, most of the female freshmen were 
identified as PS rather than PD based on the SPKQUO. Results revealed no 
statistically significant difference on SPKQUO as a function of gender 
(see Table 26).
The selection of the Spoken Language Composite and Written Language 
Composite in reporting on freshmen participants' language competency 
for expressive and writing abilities, instead of the composites
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Speaking and Writing, was done to provide a more comprehensive analysis 
of linguistic skills across the areas of speaking, listening, reading 
and writing. Unlike the composites, Speaking and Writing that only 
report performances on the suhtests speaking vocabulary and grammar and 
writing vocabulary and grammar, the composites Spoken Language and 
Written Language encompass listening vocabulary and grammar (e.g.,
Spoken Language) and reading vocabulary and reading grammar (e.g., 
Written Language) (see Table 26).
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Table 26








Gender _n _n _n 1=
5 II O
Male 2 6 2 10
Female 6 20 4 30
8 26 6 40
2
Note: X (2, N_ = 40) = .274, > .05). Not statistically significant
as a function of gender.
*1 category also includes scores for Very Poor and Poor performances 
3 category also includes scores for Superior performances
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Listening Composite Quotient (LISQUO)
Results in Table 27 show a breakdown of freshmen participants' 
performances (e.g., Superior, Above Average, Average, etc.) on the 
TOAL-3's LISQUO for listening skills, along racial lines.
From the total group of 14 African-American freshmen participants, 
one (1) [7%] scored within the Above Average range, 11 [78%] scored 
within the Average range, and the remaining 2 [14%] scored within the 
Below Average range. Thus, eighty-six [86%] percent of the 
African-American freshmen scored within the Average or higher range on 
listening skills; therfore, most of the African-American freshmen were 
identified as PS rather than PD based on the LISQUO, From the total 
group of 26 White freshmen participants, one (1) [4%] scored within the 
Superior range, 5 [19%] scored within the Above Average range, 17 
[65%] scored within the Average range, and the remaining 3 [12%] scored 
within the Below Average range. Thus, eighty-eight [88%] percent of the 
White freshmen scored within the Average or higher range on 
listening skills; therefore, most of the White freshmen were identified 
as PS rather than PD based on the LISQUO. Results revealed no 
statistically significant on LISQUO as a function of race (see Table 
27).
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Table 27











2 11 1 14
White 3 17 6 26
5 28 7 40
2
Note: X (2, _N = 40) = 1.60, £  > .05). Not statistically significant
as a function of race.
*3 category also includes scores for Superior performances
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Results in Table 28 show a breakdown of freshmen participants'
performances (Superior, Above Average, Average, etc.) on the TOAL-3's
LISQUO for listening skills, along gender lines.
From the total group of 10 male freshmen participants, one (1)
[10%] scored within the Superior range, 3 [30%] scored within the 
Above Average range, 4 [40%] scored within the Average range, and 
the remaining one (1) [10%] scored within the Below Average range. Thus, 
eighty [80%] percent of the male freshmen scored within the Average or 
higher range on listening skills; therefore, most of the male freshmen 
were identified as PS rather than PD based on the LISQUO. From the total 
group of 30 female freshmen rparticipants, 3 [10%] scored within the 
Above Average range, 23 [77%] scored within the Average, and the 
remaining 4 [13%] scored within the Below Average range. Thus, 
eighty-seven [87%] percent of the female freshmen scored within the 
Average or higher range on listening skills; therefore, most of the 
female freshmen were identified as PS rather than PD based on the 
LISQUO. Results revealed no statistically significant difference on 
LISQUO as a function of gender (see Table 28).
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Table 28








Gender ii ii ji N = 40
Male 1 5 4 10
Female 4 23 3 30
5 28 7 40
2
Note: X (2, = 40) = 4.69, > .05). Not statistically significant
as a function of gender.
*3 category also includes scores for Superior performances
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Reading Composite Quotient (REDQUO)
Results in Table 29 show a breakdown of freshmen participants' 
performances (e.g., Superior, Above Average, Average, etc.) on the 
TOAL-3's REDQUO for reading skills, along racial lines.
From the total group of 14 African-American female freshmen 
participants, 4 [29%] scored within the Above Average range,
9 [64%] scored within the Average range, and the remaining one (1)
[7%] scored within the Poor range. Thus, ninety-two [92%] percent of the 
African-American freshmen scored within the Average or higher range on 
reading skill; therefore, the majority of the African-American freshmen 
were identified as PS rather than PD based on the REDQUO. From the total 
group of 26 White freshmen participants, 5 [19%] scored within 
the Superior range, 8 [31%] scored within the Above Average range,
12 [46%] scored within the Average range, and the remaining one (1) [4%] 
scored within the Below Average range. Thus, ninety-six [96%] percent 
of the White freshmen scored within the Average or higher range on 
reading skills; therefore, the majority of White freshmen were 
identified as PS rather than PD based on the REDQUO. Results revealed no 
statistically significant difference on REDQUO as a function of race 
(see Table 29).
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Table 29








Race n n n N = 40
African
American
1 9 4 14
White 1 12 13 26
2 21 17 40
2
Note: X (2, N_ = 40) = 1.75, > .05). Not statistically significant
as a function of race.
*1 category also includes scores for Poor performances 
3 category also includes scores for Superior performances
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Results in Table 30 show a breakdown of freshmen participants' 
performances (e.g., Superior, Above Average, Average, etc.) on the 
TOAL-3's REDQUO for reading skills, along gender lines,
From the total group of 10 male freshmen participants 3 [30%] 
scored within the Superior range, 3 [30%] scored within the Above 
Average range, 3 [30%] scored within the Average range, and the 
remaining one (1) [10%] scored within the Poor range. Thus, ninety 
[90%] percent of the male freshmen scored within the Average or higher 
range; therefore, nearly a majority of the male freshmen were identified 
as PS rather than PD based on the REDQUO. From the total group of 30 
female freshmen participants, 2 [7%] scored within the Superior range,
9 [30%] scored within the Above Average range, 18 [60%] scored within 
the Average range, and the remaining one (1) [3%] scored within the Poor 
range. Thus, ninety-seven [97%] percent of the female freshmen scored 
within the Average or higher range on reading skills; therefore, 
nearly all of the female freshmen were identified as PS rather than PD 
based on the REDQUO. Results revealed no statistically significant 
difference on REDQUO as a function of gender (see Table 30).
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Table 30








Gender n_ n_ n_ N = 40
Male 1 3 6 10
Female 1 18 11 30
2 21 17 40
2
Note; X (2, _N = 40) = 2.91, j) > .05). Not statistically significant 
as a function of gender.
*1 category also includes scores for Poor performances 
3 category also includes scores for Superior performances
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Written Language Composite Quotient (WRLQUO)
Results in Table 31 show a breakdown of freshmen participants' 
performances (e.g., Superior, Above Average, Average, etc.) on the 
TOAL-3's WRLQUO for writing skills, along racial lines.
From the total group of 14 African-American freshmen participants,
2 [14%%] scored within the Above Average range, 10 [71%] scored within 
the Average range, and the remaining 2 [14%] scored within the Below 
Average range. Thus, eighty-six [86%] percent of the African-American 
freshmen scored within the Average or higher range on written 
language skills; therefore, most of the African-American freshmen were 
identified as PS rather than PD based on the WRLQUO. From the total 
group of 26 White freshmen participants, one (1) [4%] scored within the 
Superior range, 8 [31%] scored within the Above Average range. 14 [54%] 
scored within the Average range, 2 [8%] scored within the Below Average 
range, and the remaining one (1) [4%] scored within the Poor range.
Thus, eighty-eight [88%] percent of the White freshmen scored within the 
Average or higher range on written language skills; therefore, most of 
the White freshmen were identified as PS rather than PD based on the 
WRLQUO. Results revealed no statistically significant difference on 
on WRLQUO as a function of race (see Table 31).
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Table 31








Race n n n N = 40
African
American
2 10 2 14
White 3 14 9 26
5 24 11 40
2
Note; X (2, _N = 40) = 1.89, £  > .05). Not statistically significant
as a function of race.
*1 category also includes scores for Poor performances 
3 category also includes scores for Superior performances
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Results in Table 32 show a breakdown of freshmen participants'
performances (e.g., Superior, Above Average, Average, etc.) on the
TOAL-3's WRLQUO for written language skills, along racial lines.
From the total group of 10 male freshmen participants, 1 [10%] 
scored within the Superior range, 5 [50%] scored within the Above 
Average range, 3 [30%] scored within the Average range, and the 
remaining one (1) [10%] scored within the Below Average range. Thus, 
ninety [90%] percent of the male freshmen scored within the Average 
or higher range on written language skills; therefore, a majority 
of the male freshmen were identified as PS rather than PD based on the 
WRLQUO. From the total group of 30 female freshmen participants, 5 [17%] 
scored within the Above Average range, 21 [70%] scored within the 
Average range, 3 [10%] scored within the Below Average range, and the 
remaining one (1) [3%J scored within the Poor range. Thus, eighty-eight 
[88%] percent of the females scored within the Average or higher range 
on written language skills; therefore, most of the female freshmen were 
identified as PS rather than PD based on the WRLQUO. Results revealed 
statistically significant difference on WRLQUO as a function of 
gender (see Table 32).
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Prediction-Placement Measures 185
Table 32








Gender ri n_ _n N = 40
Male 1 3 6 10
Female 4 21 5 30
5 24 11 40
2
Note: X (2, J£ = 40) = 7.19, £  < .05). Statistically significant
as a function of gender.
*1 category also includes scores for Poor performances 
3 category also includes scores for Superior performances
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Receptive Language Composite Quotient (RECQUO)
Results in Table 33 show a breakdown of freshmen participants' 
performances (e.g., Superior, Above Average, Average, etc.) on the 
T0AL-3's RECQUO for receptive language skills, along racial lines.
From the total group of 14 African-American freshmen participants 
3 [21%] scored within Above Average range, 10 [77%] scored within 
the Average range, and the remaining one (1) [7%] scored within 
the Poor range. Thus, ninety-two [92%] percent of the African-American 
freshmen scored within the Average or higher range on receptive 
language skills; therefore, the majority of African-American freshmen 
were identified as PS rather than PD based on the RECQUO. From the total 
group of 26 White freshmen participants, 2 [8%] scored within the 
Superior range, 8 [31%] scored within the Above Average Arange, 15 
[58%] scored within the Average range, and the remaining one (1) [4%] 
scored within the Below Average range. Thus, ninety-six [96%] percent 
of the White freshmen scored within the Average or higher range on 
receptive language skills; therefore, nearly all of the White freshmen 
were identified as PS rather than PD based on the RECQUO. Results 
revealed no statistically significant difference on RECQUO as a 
function of race (see Table 33).
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Table 33








Race n n n N = 40
African
American
1 10 3 14
White 1 15 10 26
2 25 13 40
2
Note: X (2, _N = 40) = 1.28, _g. > .05). Not statistically significant
as a function of race.
*1 category also includes scores for Poor performances
3 category also includes scores for Superior performances
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Results in Table 34 show a breakdown of freshmen participants'
performance (e.g., Superior, Above Average, Average, etc.) on the
TOAL-3's RECQUO for receptive language skills, along gender lines.
From the total group of 10 male freshmen participants, 2 [20%] 
scored within the Superior range, 4 [40%] scored within the Above 
Average range, 3 [30%] scored within the Average range, and the 
remaining one (1) [10%] scored within the Below Average range. Thus, 
ninety [90%] percent of the male freshmen scored within the Average or 
higher range on receptive language skills; therefore, the majority of 
the male freshmen were identified as PS rather than PD based on the 
RECQUO. From the total group of 30 female freshmen participants, 8 [27%] 
scored within the Above Average range, 21 [70%] scored within the 
Average range, and the remaining one (1) [3%] scored within the Poor 
range. Thus, ninety-six [96%] percent of the females scored within the 
Average or higher range on receptive language skills; therefore, nearly 
all of the female freshmen were identified as PS rather than PD based on 
the RECQUO. Results revealed no statistically significant difference on 
on RECQUO as a function of gender (see Table 34).
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Table 34








Gender n_ ii _n N = 40
Male 1 3 6 10
Female 1 21 8 30
2 24 14 40
2
Note; X (2, N_ = 40) = 5.05, jd > .05). Not statistically significant 
as a function of gender.
*1 category also includes scores for Poor performances 
3 category also includes scores for Superior performances
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Expressive Language Composite Quotient (EXLQUO)
Results in Table 35 show a breakdown of freshmen participants’ 
performances (e.g., Superior, Above Average, Average, etc.) on the 
TOAL-3's EXLQUO for expressive language skills, along racial lines.
From the total group of 14 African-American freshmen participants 
participants, 2 [14%] scored within the Above Average range,
11 [79%] scored within the Average range, and the remaining one (1)
[7%] scored within the Below Average range. Thus, ninety-two [92%] 
percent of the African-American freshmen scored within the Average or 
higher range on expressive language skills; therefore, the majority of 
African-American freshmen were identified as PS rather than PD based on 
the EXLQUO. From the total group of 26 White freshmen participants, one 
(1) [4%] scored within the Superior range, 3 [12%] scored within the 
Above Average range, 15 [58%] scored within the Average range, 5 [19%] 
scored within the Below Average range, and the remaining 2 [8%] scored 
within the Poor range. Thus, seventy-three [73%] percent of the White 
freshmen scored within the Average or higher range on expressive 
language skills; therefore, most of the White freshmen were identified 
as PS rather than PD based on the EXLQUO. Results revealed no 
statistically significant difference on EXLQUO as a function of race 
(see Table 35).
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Table 35








Race n n n N = 40" '
African
American
1 11 2 14
White 7 15 4 26
8 26 6 40
2
Note: X (2, = 40) = 2.40, j) > .05). Not statistically significant
as a function of race.
*1 category also includes scores for Poor performances 
3 category also includes scores for Superior performances
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Results in Table 36 show a breakdown of freshmen participants'
performances (e.g., Superior, Above Average, Average, etc.) on the
T0AL-3's EXLQUO for expressive language skills, along gender lines.
From the total group of 10 male freshmen participants, 2 [10%] 
scored within the Superior range, 4 [40%] scored within the Above 
Average range, 3 [30%] scored within the Average range, and the 
remaining 1 [10%] scored within the Below Average range. Thus, ninety 
[90%] percent of the male freshmen scored within the Average or 
higher range on expressive language skills; therefore, most of the 
male freshmen were identified as PS rather than PD based on the EXLQUO. 
From the total group of 30 female freshmen participants, 8 [27%] scored 
within the Above Average range, 21 [70%] scored within the Average 
range, and the remaining one (1) [3%] scored within the Poor range. 
Thus, ninety-six [96%] percent of the female freshmen scored within the 
Average or higher range on expressive language skills; therefore, 
nearly all of the female freshmen were identified as PS rather than PD 
based on the EXLQUO. Results revealed no statistically significant 
difference on EXLQUO as a function of gender (see Table 36).
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Table 36








Gender n. n_ ri N = 40
Male 1 3 6 10
Female 1 21 8 30
2 24 14 40
2
Note: X (2, _N = 40) = 5.05, £  > .05). Not statistically significant
as a function of gender. *1 category includes Poor and Below Average and 
3 category includes Above Average and Superior.
Results revealed no statistically significant differences on the 
TOAL-3 GLQ, along race or gender lines, in identifying freshmen as 
language competent or deficit. However, results yielded statistically 
significant differences on the performance levels (e.g., Superior, Above 
Average, Average, etc.) on the TOAL-3 GLQ (see Table 24) and the 
Composite, Written Language (see Table 32) as a function of gender.
No other significant findings were yielded on any of the other 
Composites.
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Statement of the Outcome
A General Linear Model (GLM) Analysis of Variance was performed to 
examine whether the alternative measure (TOAL-3) and the prediction 
measures (SAT and HGPA) and the criterion variable (FGPA) varied as a 
function of race or gender or the interaction of race and gender. This 
analysis also functioned as a mechanism to substantiate prior research 
that revealed that college preadmission measures (i.e., standardized 
tests such as the SAT) resulted in significant test score differences 
among minorities, Frierson, 1986; Johnson, 1988; & Lewis, 1996).
Analyses on the SAT, HGPA, GLQ and FGPA scores and subscores 
revealed no statistically significant differences among freshmen 
participants as a function of race, gender or race and gender (see 
Table 37 for presentation of findings). However, given the small sample 
size (e.g., African-American freshmen participants = 14; White freshmen 
participants = 26; Males = 10; and Females = 30), this data should be 
viewed with caution.
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Table 37
General Linear Model (GLM) Analysis of Variance
SAT Verbal (SATVRB) 
Source df F P
Race 1 1.82 .18
Gender 1 1.45 .23
Error 36
SAT Composite Scores (SATCMP)
Source df F P
Race 1 2.40 .13
Gender 1 3.28 .08
Error 36
High School GPA (HGPA)
Source df F P
Race 1 1.23 .26
Gender 1 2.76 .11
Error 36
General Language Quotient (GLQ)
Source df F P
Race 1 0.01 .90
Gender 1 2.81 .10
Error 37
Freshmen First Semester GPA (FGPA)
Source df F P
Race 1 0.47 .50
Gender 1 0.76 .40
Error 36
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Correlation Analyses
Borg and Gall (1989) stated that construct validity is the "extent 
to which a particular test can be shown to measure a hypothetical 
construct . . .  a theoretical construction about the nature of human 
behavior" (p. 255). Hammill, Brown, Larsen and Wiederholt (1994) 
formulated at least six basic tenets underlying the TOAL-3 relative 
to construct validity. Of particular relevance to this study is the one 
that states:
Because the abilities tapped by the TOAL-3 subtests are 
greatly influenced by cognition, the values should relate 
strongly with tests of intelligence and tests requiring 
general cognitive ability . . . . (p. 65)
The traditional prediction and placement measures, the 
Scholastic Assessment Test (SAT), the Degrees of Reading Power (DRP) 
test, and the Writing Sample Placement Test (WSPT), although different 
in test design, share common language features with the Test of 
Adolescent and Adult Language. First, all of these measures represent 
mostly written language form (i.e., reading and writing). Second, 
aspects of these tests include such language features as semantics and 
syntax as a part of their test format. And third, all of these measures 
focus specifically on receptive (reading) and expressive (written) 
language ability. For example, the Verbal Section of the SAT "1," has a 
test format that uses analogies, reading questions and sentence
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completions.
The DRP has a test design that also uses sentence completion to 
evaluate vocabulary recognition to assess reading language skills. In 
the area of written (expressive) language, both the Writing Test of the 
SAT and the WSPT utilize essay type formats to evaluate a student's 
ability to develop cohesive paragraphs with grammatically constructed 
sentences. These language components function to evaluate a student's 
cognitive, analytical, reasoning, reading and writing skills, in 
identifying student's with the academic skills needed to succeed (Cohn, 
1985; Crosstown University Facts About the Writing Sample Placement Test. 
1989; Gardner, 1984; Hanna, 1995; Rigol, 1994; & Young, 1994).
The TOAL-3, a language measure for both receptive and expresive 
language skills, shares some common language aspects with the 
traditional prediction and placement measures. The 
Reading/Vocabulary and Reading/Grammar subtests assess receptive 
reading skills, as does the SAT and DRP. The Writing/Grammar subtest, 
requires individuals to construct sentences that are grammatically 
correct, which is similar to the WSPT and the Writing Achievement Test 
of the SAT. As for differences in the language components of the 
prediction and placement measures, the TOAL-3 does contain, as a 
part of its linguistic feature, sub tests that evaluate expressive 
(i.e., oral) language skills. Although this feature is basically absent 
from the SAT, DRP and WSPT, the SAT Achievement Tests for foreign 
language does contain an expressive format. As stated by Horowitz and
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Samuels (1987) oral and written language have "an interdependent 
relation but the interaction between oral and written language occurs 
frequently in school" (p. 4). The use of vocabulary, syntax, reasoning 
and analytical skills and pragmatic awareness demonstrated in the written 
process crosses over into one's oral abilities (Horowitz and Samuel,
1987). Given the similarities of language (i.e., linguistic) features 
across the SAT, DRP, WSPT and TOAL-3, convergent correlation analyses 
were performed. This was undertaken to determine if the study instruments 
or specific subscales of the study instruments were related, and thereby, 
measuring the same or similar underlying language constructs.
Particular attention was given to the SATVRB, since this section of the 
Scholastic Assessment Test (SAT), represents a more focused 
concentration of vocabulary, writing and reading concepts; receptive and 
expressive language skills (Cohn, 1985; Gardner, 1984; Rigol, 1994;
Young, 1994a). This does not imply that similar linguistic concepts are 
not inherent in the SAT Composite (SATCMP), which represents both the 
SAT Verbal and SAT Math sections; a combination of verbal and analytical, 
higher order thinking skills (e.g., Math). However, a closer examination 
of the SATVRB might yield more pertinent information regarding receptive 
and expressive language constructs in comparison to the TOAL-3 
Composites in forecasting the potential for academic success at the 
postsecondary level.
Statistically significant convergent validity among the various 
study instruments or their subscales would suggest that the instruments
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were measuring the same or similar language constructs (i.e., receptive 
and expressive language) in determining communication competence as a 
predictor of academic success.
In studying coefficient analysis, Levin and Fox (1994) describe the
direction and strength of the coefficient accordingly:
. . . positive correlation indicates that respondents 
getting higher scores on the X variable also tend 
to get higher scores on the Y variable. Conversely, 
respondents who get low scores on X also tend to 
get low scores on Y. Negative correlation exists 
if respondents who obtain high scores on the X 
variable tend to obtain low scores on the Y 
variable. Conversely, respondents who achieve low 
scores on X tend to achieve high scores on Y.
(p. 325)
Regarding strength of a coefficient, Levin and Fox (1994) stated 
that the "closer to 1.00 in either direction, the greater the strength 
of the correlation" (p. 326). A coefficient value of (a) . 1 0 - 2 0  is 
weak, (b) .30 - .50 is moderate and (c) .60 or higher is strong (p.
326). For those study instruments demonstrating convergent validity, the 
significance of the convergence was influenced by the coefficient value.
Correlation analyses, as shown in Table 38, revealed the following:
Correlation Analyses of the Scholastic Assessment Test (SAT) Verbal 
Section (SATVRB) and the Test of Adolescent and Adult Language
Correlation between the SATVRB and the TOAL-3 General Language 
Quotient (GLQ) was significant (r = .65, jj < .05) and yielded a 
strong positive relationship. Correlation between the SATVRB and the 
TOAL-3 Receptive Language Composite (RECQUO) was significant (r_ = .66,
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< .05) and yielded a strong positive relationship. Correlation between 
the SATVRB and TOAL-3 Expressive Language Composite (EXLQUO) was 
significant (r = .61, < .05) and yielded a strong positive
relationship (see Table 38).
Correlation Analyses for the Scholastic Assessment Test (SAT) Composite 
(SATCMP) and the Test of Adolescent and Adult Language (TOAL-3).
Correlation between the SATCMP and the TOAL-3 General Language 
Quotient (GLQ) was significant (r = .64, £  < .05) and yielded a strong 
positive relationship. Correlation between the SATCMP and the TOAL-3 
Receptive Language Composite (RECQUO) was significant (r = .62,
£  < .05) and yielded a strong positive relationship. Correlation between 
the SATCMP and the TOAL-3 Expressive Language Composite (EXLQUO) 
was significant (_r = .65, £  < .05) and yielded a strong positive 
relationship (see Table 38).
Correlation Analyses of the Degrees of Reading Power (DRP) Test and the 
Test of Adolescent and Adult Language (TOAL-3)
Correlation between the DRP and the TOAL-3 General Language 
Quotient (GLQ) was significant (jr = .60, _p_ < -05) and yielded a 
strong positive relationship. Correlation between the DRP and TOAL-3 
Receptive Language Composite (RECQUO) was significant (jr = .53, j>.
< .05) and yielded a moderate positive relationship. Correlation between 
the DRP and TOAL-3 Expressive Language Composite (EXLQUO) was 
significant (jr = .63, £  < .05) and yielded a strong positive 
relationship. The correlation between DRP and the TOAL-3 Reading













Correlation Analysis of Traditional Prediction and Placement Measures and TOAL-3 Composite Language Quotients
IN STRU M EN T IIGPA EOPA SATVRB SATCMP DRP WSPT Cil.Q SPKQUO I.ISQIJO REDQUO W R LQ llO GRM QUO VOCQUO RECQUO EXI.QUO
i iu p a 1.00 - - - - - - - - - - -
FGPA .•19* 1.00 - - - - - - - - - -
s a t v r h .05 .07 1.00 - - - - - - - - -
SATCMP .11 -.07 .87* 1.00 - - - - - - - -
DRP .01 .02 .75* .66* 1.00 - - - - - - -
WPST .18 .14 -..34* -.33* .58* 1.00 - - - - - -
Cil.Q .09 .04 .65* .64* ,60* ,66* 1.00 - - - - -
SPKQUO .01 .10 .46* .33 .09 .24 ,69* 1.00 - - - -
I.1SQUO .06 .24 .64* .60* .47* - .71* .51* 1.00 - - -
REDQUO -.20 -.11 .55* .52* ,47* .40* .57* .78* ,52* 1.00 - - -
WRLQUO .08 .01 .58* .62* .58* .58* .82* 54* 48* .82* 1.00 - -
ORMQIJO .08 -.02 .53* .53* .63* .,87* .85* - .63* .67* .77* 1.00 -
VOCQUO .02 .02 .74* .72* .53* - .78* - .59* .69* .80* .59* 1.00
RECQUO .18 -.20 .66* .62* .53* .39* .64* .55* .85* ,88* .75* .77* .80* 1.00
EXI.QUO .28 -.17 .61* .65* .63* .73* .85* .78* .51* .57* .82* .85* .78* •64 1.00
N( >TH: N=4(), *=  p<()5. Abbreviations are as follows: 1 IGPA=high school grade point average; FGPA=Frcshmen first semester GPA; SATVRB=SAT Verbul score; SATCMP=SAT  
Composite score; l)R P=Dcurces o f Reading Power 'l est: W SP'l-W riting Sample Placement Test; liXLQUO=Lixpressive Language Composite Quotient; Gl.SQlJO=Generul Language 
Composite Quotient; GRMQUO=Grammar Composite Quotient; LISQl)0=I.istening Composite Quotient; RECQUO=Receptive l.anguuge Composite Quotient; RRDQUO=Reading 
Composite Quotient; VOCQl 10=Vocabulary Composite Quotient; WRLQlJO=Writlen Language Composite Quotient
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Composite (REDQUO) was significant (jr = .47, £  < .05) and yielded a 
moderate positive relationship. Correlation between the DRP and the 
TOAL-3 Listening Composite (LISQUO) was significant (r. = .47, 2. < *05) 
and yielded a moderate positive relationship. Correlation between the 
DRP and TOAL-3 Vocabulary Composite (VOCQUO) was significant (jr = .53,
2  < .05) and yielded a moderate positive relationship (see Table 38).
Correlation Analyses for the Writing Sample Placement Test (WSPT) and 
the Test of Adolescent and Adult Language (TOAL-3)
Correlation between the WSPT and the TOAL-3 General Language 
Quotient (GLQ) was statistically significant (jr = .66 jj. < .05) and 
yielded a strong positive relationship. Correlation between the WSPT 
and TOAL-3 Receptive Language Quotient (RECQUO) was statistically 
significant (_r = .40 £  < .05) and yielded a moderate positive 
relationship. Correlation between the the WSPT and TOAL-3 Expressive 
Language Quotient (EXLQUO) was statistically significant (r_ = .73,
£  < .05) and yielded a strong positive relationship. Correlation 
between the WSPT and TOAL-3 Written Language Quotient (WRLQUO) was 
statistically significant (r_ = .58, 2  < *05) and yielded a moderate 
positive relationship. Correlation between the WSPT and TOAL-3 Grammar 
Composite Quotient (GRMQU0) was significant (_r = .87, £  < .05) 
and yielded a strong positive relationship (see Table 38). Unlike the 
the other traditional prediction and placement measures, the WSPT uses a 
pass or fail grading system (i.e., 1 = pass and 3 = fail). The
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variables values pass and fail were transformed into quantitative dummy 
variables (i.e., 1 = pass, 0 = fail). The phi coefficient and Pearson 
coefficient were calculated as measures of the association between the 
variables with the Pearson coefficients reported based on the dummy 
variables.
In the examination of convergent validity among the traditional 
prediction and placement measures, results revealed the following:
Correlation Analyses for the Scholastic Assessment Test
(Verbal and Composite) Degrees of Reading Power (DRP) Test and the
Writing Sample Placement Test (WSPT)
Correlation between the SAT Verbal (SATVRB) and DRP was 
significant (_r = .75, £  < .05) and yielded a strong positive
relationship. Correlation between the SAT Composite (SATCMP) and DRP was
significant (r_ = .66, j) < *05) and yielded a strong positive
relationship. Correlation between the SAT Verbal (SATVRB), and WSPT was 
significant (_r = .34, £  < .05) and yielded a moderate positive 
relationship. Correlation between the the SAT Composite (SATCMP) and 
WSPT was significant (_r = .33, £  < .05) and yielded a
moderate positive relationship. Correlation between the DRP and WSPT was
significant (jr = .58, jj. < .05.) and yielded a moderate positive 
relationship (see Table 38).
Findings revealed statistically significant convergent validity 
between the the TOAL-3 GLQ and Composites and the traditional prediction
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and placement measures, but a perfect correlation value (e.g., 1.00) was 
not demonstrated across the study instruments. Results therefore appear to 
suggest similar, but not identical underlying language constructs being 
measured across the study instruments in determining communication 
competence for academic success.
In examining convergent validity among the TOAL-3 subtests, Hammill 
et al. (1994) stated that subtest interrelationships among the TOAL-3 was 
"moderately high" supporting the construct validity of the test 
battery (p. 66). Correlation analysis was undertaken of the Composite 
scores to ascertain convergent validity of TOAL-3 subtests' 
interrelationships within the present study. This was performed to 
determine the existence of identical or similar underlying 
language constructs among the subtests. Findings of statistically 
significant convergent validity across the Composites might enhance the 
prediction and placement theory. For example, a combinations of various 
TOAL-3 Composites may produce significant results in predicting academic 
success based on communication competence.
Results on convergent validity for TOAL-3 intra-subtests yielded 
statistically significant findings, with the majority of the coefficient 
values yielding moderate to strong associations intra-subtest (see Table 
38 for Correlation Analyses).
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Statement of the Outcome
A hierarchial multiple regression analysis was performed to 
determine the contribution of the TOAL-3 in predicting first semester 
grade point average (FGPA) among first-time freshmen students in 
comparison to the predictability of the traditional prediction and 
placement measures. Initially, this analysis was to be performed in 
three blocks: (a) SAT and HGPA, (b) DRP and WSPT and (c) TOAL-3.
However, because of the insufficient sample size, which impacted on the 
examination of the interaction between race and gender, analysis 
involving several models was studied. It was felt that this type of 
analysis would provide more definitive data for interpretation of the 
study's findings and add to future research. For each model, the portion 
of variance accounted for was examined to determine if it met the 
criterion for statistical significance.
Results in Tables 39-44 show multiple regression analyses for 
models 1-6.
In model 1, all 6 predictor variables were regressed. The scores
for the measures, Scholastic Assessment Test (SATCMP and SATVRB), high
school grade point average (HGPA), Degrees of Reading Power (DRP) test,
Writing Sample Placement Test (WSPT), and the Test of Adolescent and
Adult Language (TOAL-3) were entered as reported. The squared multiple
2
correlation coefficient yielded an R = .33 as the proportion of the 
variance of FGPA accounted for by all of the predictor variables combined.
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As a total group, these 6 predicator variables only accounted for 33% of 
the influence in predicting FGPA. Sixty-seven (67%) percent of the 
variance in predicting FGPA is not accounted for by the SATVRB, SATCMP, 
HGPA, DRP, WSPT or TOAL-3. The predictor variable, HGPA, with a beta 
coefficient of (b = 3.54) was the most significant contributor to the 
criterion variable (FGPA) from among the five predictor variables. The 
TOAL-3 GLQ with a beta cofficient of (b = -.182) was the second most 
significant contributor to the criterion variable (FGPA). The SATCMP 
with a beta weight of (b = -.144) was the third most significant 
contributor to the criterion variable (FGPA). The SATVRB and WSPT with 
beta Coefficients (b = .113 and -.113) tied as the fourth most 
significant contributor to the criterion variable (FGPA). The DRP with a 
beta weight of (b = .052) was the least significant contributor to the 
criterion variable (FGPA). However, only HGPA was statistically 
significant in predicting FGPA (see Table 39).
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Table 39
Summary of Hierarchial Regression Analysis for Variables Predicting
FGPA (N = 40)
Variables B SE B B P
Model 1
SATVRB 0.001 0.003 0.113 0.765
SATCMP 0.001 0.002 -0.144 0.671
HGPA 0.907 0.257 3.534 0.001*
DRP 0.382 1.608 0.052 0.814
WSPT -0.102 0.176 -0.113 0.563
TOAL-3 GLQ -0.014 0.018 -0.182 0.433
Note: * statistically significant, < -05
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In model 2, 6 predictor variables were regressed. The SATVRB and 
the SATCMP scores were entered as reported, and the remaining variables 
HGPA, DRP, WSPT and T0AIr-3 were all collapsed into dichotomous dummy 
variables before being entered into the equation. By treating the latter
A variables as pass-fail, the squared multiple correlation increased;
2
R = .35. The combination of these variables now accounted for 35% (an 
increase of 2% from model 1) of the influence in predicting the 
criterion variable (FGPA). The beta coefficient for the SATCMP 
(b = .338) increased, while the beta coefficient for the SATVRB 
(b = -.032) decreased. The beta coefficient for the WSPT (b = .427) 
increased not only over the beta coefficient for the TOAL-3 (b = -.309), 
but also over the SATVRB, SATCMP and HGPA. Also, the beta coefficient 
for the DRP (b = -.142) increased over the beta coefficient for the 
SATVRB (b = .032). However, only HGPA was statistically significant 
in predicting FGPA (see Table 40).
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Table 40
Summary of Hierarchial Regression. Analysis for Variables Predicting
FGPA (N = 40)
Variables B SE B B P
Model 2
SATVRB -0.0001 0.002 -0.032 0.926
SATCMP 0.0010 0.001 0.340 0.323
HGPA 0.3185 0.120 0.380 0.012*
DRP -0.1896 0.242 -0.142 0.439
WSPT 0.1970 0.097 0.427 0.051
T0AL-3 GLQ -0.3735 0.201 -0.309 0.072
HGPA, DRP, WSPT and TOAL-3 are in category form.
Note: ^statistically significant, £  < .05
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In model 3, 5 predictor variables were regressed. The SATVRB and
SATCMP scores were entered as reported, and the remaining 3 variables,
HGPA, WSPT, and T0AL-3 were collapsed into dichotomous dummy variables
before being entered into the equation. By treating the latter 3
variables as pass-fail, resulted in a decrease in the squared multiple
2
correlation coefficient R = .34. The combination of these variables 
now accounted for 34% of the influence (decreased by 1% from model 2) 
in predicting the criterion variable (FGPA). Sixty-six (66%) percent of 
the variance in predicting FGPA could not be accounted for by SATVRB, 
SATCMP, HGPA, WSPT and TOAL-3. The beta coefficient (b = .380) for 
HGPA was the highest. The beta coefficient (b = .033) for the SATVRB 
increased slightly, but decreased for the SATCMP (b = .281). The 
beta coefficient also decreased for the WSPT (b = .331) and 
TOAL-3 (-.279). However, only HGPA was statistically significant in 
predicting FGPA (see Table 41).
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Table 41
Summary of Hierarchial Regression Analysis for Variables Predicting
FGPA (N = 40)
Variables B SE B B P
Model 3
SATVRB 0.0002 0.0002 0.033 0.920
SATCMP 0.0001 0.0010 0.281 0.397
HGPA 0.3185 0.1200 0.380 0.011*
WSPT 0.1530 0.0788 0.331 0.061
TOAL-3 GLQ -0.3374 0.1942 -0.279 0.091
HGPA, WSPT, and TOAL-3 GLQ are in category form.
Note: ^statistically significant, £  < .05
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In model 4, 4 predictor variables were regressed. The SATCMP and
HGPA scores were entered as reported, and the remaining 2 variables,
WSPT and TOAL—3 were collapsed into dichotomous dummy variables before
being entered into the equation. By treating the latter 2 variables as
2
pass-fail, the squared multiple correlation coefficient increased; R 
= .39. The combination of these variables now accounted for nearly 39% 
(an increase of 5% from model 3) of the influence in predicting the 
criterion variable (FGPA). The beta coefficient for the predictor 
variables SATCMP (b = .326), WSPT (b = .231) and TOAL-3 (b = -.219) all 
decreased, while the beta coefficient for HGPA (b -.466) increased. 
However, in this model both the SATCMP and HGPA were statistically 
significant in predicting FGPA (see Table 42).
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Table 42
Summary of Hierarchial Regression Analysis for Variable Predicting 
FGPA (N = 40)
Variables B SE B B P_
Model 4
SATCMP 0.0010 0.0004 0.326 0.031*
HGPA -0.3972 0.1204 0.466 0.002*
WSPT 0.2129 0.1556 0.231 0.180
TOAL-3 GLQ -0.2648 0.1856 -0.219 0.163
WSPT and TOAL-3 GLQ are in category form.
Note: *statistically significant, £  < .05
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In model 5, 6 predictor variables were regressed. The SATVRB,
SATCMP, HGPA and DRP scores were entered as reported, and the remaining
variables WSPT and TOAL-3 were collapsed into dichotomous dummy
variables before being entered into the equation. By treating the latter
2 variables as pass-fail, the squared multiple correlation coefficient 
2
increased; R = .40. The combination of these variables now accounted 
for 40% (an increase of 1% from model 3) of the influence in predicting 
the criterion variable FGPA. The beta coefficient for the predictor 
variables HGPA (b = .451) and TOAL-3 (b = -.214) decreased, while 
the beta coefficient for SATCMP (b = .328) and WSPT (b = .254) 
increased. However, only HGPA was statistically significant in predicting 
FGPA (see Table 43).
Table 43
Summary of Hierarchial Regression Analysis for Variables Predicting 
FGPA (N = 40)
Variables B SE B B P
Model 5
SATVRB -0.0006 0.0016 -0.122 0.729
SATCMP 0.0010 0.0010 0.328 0.308
HGPA -0.3839 0.1238 0.328 0.004*
DRP 0.6612 0.7624 0.178 0.392
WSPT 0.1174 0.0802 0.254 0.153
TOAL-3 GLQ -0.2584 0.1896 -0.214 0.182
WSPT, and TOAL-3 GLQ are in category form
Note: ^statistically significant, jd. < .05
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In model 6, 8 predictor variables were regressed. The SATVRB,
SATCMP, HGPA, and DRP scores were entered as reported, and the remaining
variables WSPT, TOAL-3, race and gender were collapsed into dichotomous
dummy variables before being entered into the equation. By treating the
latter 4 variables as pass-fail, the squared multiple correlation
2
coefficient increased; R = .48. The combination of these variables 
now accounted for 48% (an increase of 8% from model 5) of the influence 
in predicting the criterion variable (FGPA). The predictor variable,
HGPA yielded the largest beta coefficient (b = -.470), followed by the 
predictor variables gender (b = .315) and WSPT (b = .315) which both 
yielded the same beta coefficient. The TOAL-3 had the fourth largest beta 
coefficient (b = -.252). However, only HGPA was statistically 
significant in predicting FGPA (see Table 44).
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Table 44
Summary of Hierarchial Regression Analysis for Variables Predicting
FGPA (N = 40)
Variables B SE B B P
Model 6
SATVRB 0.0007 0.0017 0.150 0.692
SATCMP 0.000008 0.0012 0.003 0.995
HGPA -0.4002 0.1223 -0.470 0.003*
DRP 0.6708 0.7370 0.180 0.370
WSPT 0.2909 0.1568 0.315 0.073
TOAL-3 GLQ -0.3044 0.1841 -0.252 0.108
Race 0.1871 0.1240 0.223 0.141
Gender -0.2908 0.1647 0.315 0.0874
WSPT, TOAL-3 GLQ, Race and Gender are in category form
Note: * statistically significant, j) < .05
Overall findings from the multiple regression analyses revealed 
that high school grade point average (HGPA) was the most consistent 
predictor of freshmen first semester grade point average (FGPA), over 
and above the alternative measure, Test of Adolescent of Adult and 
Language (TOAL-3). Similarly, high school grade point average (HGPA) 
was the most consistent predictor over the prediction measure, SAT, and 
the placement measures, DRP and WSPT. Only in model 4, when the 4 
variables (i.e., SATCMP, HGPA, WSPT and TOAL-3) were regressed, and the 
latter 2 variables, WSPT and TOAL-3 were treated as dummy variables 
(i.e., pass-fail), did the SATCMP prove to be a significant predictor 
variable for freshmen first semester grade point average (FGPA).
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Outcome Results for Freshmen Grade Point Average
Results in Table 45 show overall freshmen participants' outcome 
performances for the criterion variable, freshmen (first) semester grade 
point average (FGPA) of 2.00 or more, along racial lines.
From the total group of 14 African-American freshmen participant,
12 [86%] succeeded in achieving a FGPA of 2.00 or more (criterion 
variable), while the remaining 2 [14%] failed to achieve the criterion 
variable. Overall, eighty-six [86%] percent of the African-American 
freshmen succeeded in achieving the criterion variable (i.e., FGPA of 
2.00 or more) for this study. From the total group of 26 White freshmen 
participant, 20 [77%] succeeded in achieving a FGPA of 2.00 or more 
(criterion variable), while the remaining 6 [23%] failed to achieve the 
criterion variable. Overall, seventy-seven [77%] percent of the White 
freshmen succeed in achieving the criterion variable (i.e., 2.00 or 
more) for this study. Results revealed no statistically significant 
differences on FGPA as a function of race (see Table 45).
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Table 45
Analysis of FGPA By Race
FGPA
1.99 or Less 2.00 or More




White 6 20 26
8 32 40
2
Note: X (1, _N = 40) = .440, £ >  .05). Not statistically significant
as a function of race.
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Results in Table 46 show overall freshmen participants' outcome
performances for the criterion variable (FGPA of 2.00 or more), along
gender line.
From the total group of 10 male freshmen participants, 6 [60%] 
succeeded in achieving a FGPA of 2.00 or more (criterion variable), 
while the remaining 4 [40%] failed to achieve the criterion variable. 
Overall, sixty [60%] percent of the male freshmen succeed in achieving 
the criterion variable (2.00 or more) for this study. From the total 
group of 30 female freshmen participants, 26 [87%] succeeded in 
achieving a FGPA of 2.00 or more, while the remaining 4 [13%] failed to 
achieve the criterion variable. Overall, eighty-seven [87%] percent of 
the female freshmen succeeded in achieving the criterion variable (2.00 
or more) for this study. Results revealed no statistically significant 
difference on FGPA as a function of gender (see Table 46).
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Table 46




Gender n_ n N = 40
Male 4 6 10
Female 4 26 30
8 32 40
2
Note; X (1, .N = 40) = 3.33, .05). Not statistically significant
as a function of gender.
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Results in Table 47 show freshmen participants' outcome results for
those freshmen identifed as Predicted Success (PS), based on a high
high grade point average of 2.80 or more, along racial lines.
From the total group of 11 African-American freshmen 
participants identified as Predicted Success (PS) based on a HGPA of 
2.80 or more, 10 [91%] succeeded in achieving a FGPA of 2.00 or more 
(criterion variable), while the remaining one (1) [9%] failed to achieve 
the criterion variable. Thus, ninety-one [91%] percent of the 
African-American freshmen who were predicted to succeed, based on a 
HGPA of 2.80 or more, performed as expected (see Table 47).
Of the 3 African-American freshmen participants identified as 
Potential Difficulty (PD), based on a HGPA of 2.79 or less, 2 [67%] 
succeeded in achieving a FGPA of 2.00 or more (criterion variable), 
while the remaining one (1) [33%] failed to achieve the criterion 
variable.
Of the 15 White freshmen participants identified as Predicted 
Success (PS), based on a HGPA of 2.80 or more, 14 [93%] succeeded in 
achieving FGPAs of 2.00 or more (criterion variable), while the 
remaining one (1) [7%] failed to achieve the criterion variable. Thus, 
ninety-three [93%] percent of the White freshmen who were predicted to 
succeed, based on a HGPA of 2.80 or more, performed as expected.
Of the 11 White freshmen participants identified as Potential 
Difficulty (PD), based on a HGPA of 2.79 or less, 6 [55%] succeeded in 
achieving a FGPA of 2.00 or more (criterion variable), while the
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remaining 5 [45%] failed to achieve the criterion variable.
Results revealed no statistically significant difference in 
FGPA for freshmen those participants who were predicted to succeed, 
based on a HGPA of 2.80 or more, as a function of race (see Table 47).
Table 47









White 1 14 15
2 24 26
2
Note: X (1, = 26) = .053, £  > .05). Not statistically significant
as a function of race.
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Results in Table 48 show freshmen participants' outcome results
for those freshmen identified as Predicted Success (PS), based on high
school grade point average (HGPA) of 2.80 or more, along gender lines.
From the total group 6 male freshmen participants identified as 
Predicted Success (PS) based on a HGPA of 2.80 or more (PS), 5 [83%] 
succeeded in achieving a FGPA of 2.00 or more (criterion variable), 
while the remaining one (1) [17%] failed to achieve the criterion 
variable. Thus, eighty-three [83%] percent of the male freshmen who were 
predicted to succeed, based on a HGPA of 2.80 or more (PS), performed 
as expected (see Table 48).
Of the 4 male freshmen participants identified as Potential 
Difficulty (PD), based on a HGPA of 2.79 less (PD), one (1) [25%] 
succeeded in achieving a FGPA of 2.00 or more (criterion variable), 
while the remaining 3 [75%] failed to achieve the criterion variable.
Of the 20 female freshmen participants identified as Predicted 
Success (PS) based on a HGPA of 2.80 or more (PS), 19 [95%] succeeded in 
achieving a FGPA of 2.00 or more (criterion variable), while the 
remaining one (1) [5%] failed to achieve the criterion variable. Thus, 
ninety-five [95%] percent of the female freshmen who were predicted to 
succeed, based on a HGPA of 2.80 or more (PS), performed as expected 
(see Table 48).
Of the 10 female freshmen participants with a HGPA of 2.79 or less 
(PD), 7 [70%] succeeded in achieving a FGPA of 2.00 or more (criterion 
variable), while the remaining 3 [30%] failed to achieve the criterion
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Prediction-Placement Measures 224
variable.
Results revealed no statistically significant difference on FGPA 
for those freshmen participants who were predicted to succeed, based on a 
HGPA of 2.80 or more, as a function of gender (see Table 48).
Table 48








Male 1 5 6
Female 1 19 20
2 24 26
2
Note; X (1, _N = 26) = .885, _g_ > .05). Not statistically significant 
as a function of gender.
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Results in Table 49 show freshmen participants’ outcome results 
for those freshmen participants identified as Predicted Success (PS), 
based on a Scholastic Assessment Test (SAT) Composite score (SATCMP) 
of 1050 or more, along racial lines.
From the total group of the 2 African-American freshmen 
participants with an SATCMP of 1050 or more (PS), both [100%] succeeded 
in achieving a FGPA of 2.00 or more (criterion variable). Thus, 100% of 
the African-American freshmen predicted to succeed based on an SATCMP of 
1050 or more performed as expected (see Table 49).
Of the 12 African-American freshmen participants with an SATCMP of
1049 or less (PD), 10 [83%] succeeded in achieving a FGPA of 2.00 or
more (criterion variable), while the remaining 2 [17%] failed to achieve 
the criterion variable.
Of the 13 White freshmen participants with an SATCMP of
1050 or more (PS), 9 [69%] succeeded in achieving a FGPA of 2.00 or more 
(criterion variable), while the remaining 4 [31%] failed to achieve the 
criterion variable. Thus, sixty-nine [69%] percent of the White freshmen 
who were predicted to succeed based on an SATCMP of 1050 or more (PS), 
performed as expected (see Table 49).
Of the 13 White freshmen participants with an SATCMP of 1049 or
less (PD), 11 [85%] succeeded in achieving a FGPA of 2.00 or more
(criterion variable), while the remaining 2 [15%] failed to achieve the 
criterion variable.
Results revealed no statistically significant difference
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on FGPA for those freshmen participants who were predicted to succeed, 
based on an SATCMP of 1050 or more, as a function of race (see Table
49).
Table 49
Analysis of FGPA By SATCMP for Freshmen Predicted to Succeed (PS) (Race)
SAT Composite Scores (SATCMP) 
1050 or More 
1.99 or Less 2.00 or More




White 2 11 13
2 13 15
2
Note: X (1, 11 = 15) = .840, _g> .05. Not statistically significant
as a function of race.
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Results in Table 50 show freshmen participants' outcome results
for those freshmen identified as Predicted Success (PS), based on an
SATCMP of 1050 or more, along gender lines.
From the total group of 7 male freshmen participants identified as 
Predicted Success (PS), based on an SATCMP of 1050 or more (PS), 4 [57%] 
succeeded in achieving a FGPA of 2.00 or more (criterion variable), 
while the remaining 3 [43%] failed to achieve the criterion variable. 
Thus, over half [57%] of the male freshmen predicted to succeed based on 
an SATCMP of 1050 or more performed as expected (see Table 50).
Of the 3 male freshmen participants identified as Potential 
Difficulty (PD), based on an SATCMP of 1049 or less (PD), 2 [67%] 
succeeded in achieving a FGPA of 2.00 or more (criterion variable),
while one (1) [33%] failed to achieve the criterion variable.
Of the 8 female freshmen participants identified as Predicted 
Success (PS), based on an SATCMP of 1050 or more (PS), 7 [88%] succeeded 
in achieving a FGPA of 2.00 or more, while one (1) [13%] failed to 
achieve the criterion variable. Thus, eighty-eight [88%] percent of the 
female freshmen predicted to succeed based on an SATCMP of 1050 or more 
performed as expected (see Table 50).
Of the 22 female freshmen participants identified as Potential 
Difficulty (PD), based on an SATCMP of 1049 or less (PS), 19 [86%] 
succeeded in achieving a FGPA of 2.00 or more, while the remaining 3 
[14%] failed to achieve the criterion variable.
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Results revealed no statistically significant difference on FGPA 
for those freshmen participants who were predicted (PS) to succeed, 
based on an SATCMP of 1050 or more, as a function of gender (see Table
50).
Table 50
Analysis of FGPA By SATCMP for Freshmen Predicted to Succeed (PS) 
(Gender)
SAT Composite Score (SATCMP)
1050 or More
1.99 or Less 2.00 or More
Gender n_ n_ N = 15
Male 3 4 7
Female 1 7 8
4 11 15
2
Note: X (1, = 15) = 1.76, > .05). Not statistically significant
as a function of gender.
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Results in Table 51 show freshmen participants' outcome
results for tose freshmen identified as Predicted Success (PS), based
on a DRP score of 66 or more, along racial lines.
From the total group of 14 African-American freshmen participants 
identified as Predicted Success (PS), based on a DRP score of 66 or 
more, 12 [86%] succeeded in achieving a FGPA of 2.00 or more (criterion 
variable), while the remaining 2 [14%] failed to achieve the criterion 
variable. Thus, eighty-six [86%] percent of the African-American 
freshmen predicted succeeded based on a DRP score of 66 or more (PS), 
performed as expected (see Table 51).
Since no African-American freshmen participant received a DRP 
score of 65 or less for a classification of Potential Difficulty (PD), 
no outcome is reported for this category.
Of the 22 White freshmen participants identified as Predicted 
Success (PS), based on a DRP score of 66 or more, 17 [77%] succeeded in 
achieving a FGPA of 2.00 or more (criterion variable), while the 
remaining 5 [23%] failed to achieve the criterion variable. Thus, 
seventy-seven [77%] percent of the White freshmen predicted to succeed 
based on a DRP score of 66 or more, performed as expected (see Table
51).
Of the 4 White freshmen participants identified as Potential 
Difficulty (PD), based on a DRP score of 65 or less (PD), 3 [75%] 
succeeded in achieving a FGPA of 2.00 or more (criterion variable), 
while one (1) [25%] failed to achieve the criterion variable.
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Results revealed no statistically significant difference on FGPA 
for those freshmen participants who were predicted to succeed, based on 
a DRP score of 66 or more, as a function of race (see Table 51).
Table 51
Analysis of FGPA By DRP for Freshmen Predicted to Succeed (PS) (Race)
DRP Scores 
66 or More
1.99 or Less 2.00 or More




White 5 17 22
7 29 36
2
Note: X (1, = 36) = .390, _p> *05). Not statistically significant
as a function of race.
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Results in Table 52 show freshmen participants’ outcome results for
those freshmen identified as Predicted Success (PS), based on a DRP
scores of 66 or more, along gender lines.
From the total group of the 9 male freshmen participants who were 
identified as Predicted Success (PS), based on a DRP score of 66 
or more (PS), 6 [67%] succeeded in achieving a FGPA of 2.00 or more 
(criterion variable), while the remaining 3 [33%] failed to achieve the 
criterion variable. Thus, sixty-seven [67%] percent of the male 
freshmen predicted to succeed because of a DRP score of 66 or more (PS), 
performed as expected (see Table 52).
The one (1) male freshman participants identified as Potential 
Difficulty (PD), based on a DRP score of 65 or less, succeeded in 
achieving a FGPA of 2.00 or more (criterion variable).
Of the 27 female freshmen participants identified as Predicted 
Success (PS), based on a DRP score of 66 or more (PS), 24 [89%] 
succeeded in achieving a FGPA of 2.00 or more, while the remaining 3 
[11%] failed to achieve the criterion variable. Thus, eighty-nine [89%] 
percent of the female freshmen predicted to succeed because of a DRP 
score of 66 or more (PS), performed as expected (see Table 52).
Of the 3 female freshmen participants identified as Potential 
Difficulty (PD), based on a DRP score of 65 or less (PD), 2 [67%] 
succeeded in achieving a FGPA of 2.00 or more (criterion variable), 
while the remaining one (1) [33%] failed to achieve the criterion 
variable. Results revealed no statistically significant difference
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significant difference on FGPA for those freshmen participants predicted 
to succeed (PS), based on a DRP score of 66 or more, as a function of 
gender (see Table 52).
Table 52





Gender ri n_ N = 36
Male 3 6 9
Female 3 24 27
6 30 36
2
Note; X (1, Jf = 36) = 2.40, £  > .05). Not statistically significant 
as a function of gender.
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Results in Table 53 show freshmen participants' outcome results
for those freshmen predicted to succeed, based on a passing grade (i.e.,
1) on the WSPT, along racial lines.
From the total group of 11 African-American freshmen participants 
identified as Predicted Success (PS), based on a passing grade (i.e., 1)
on the WSPT, 10 [91%] succeeded in achieving a FGPA of 2.00 or more
(criterion variable), while the remaining one (1) [9%] failed to achieve 
the criterion variable. Thus, ninety-one [91%] percent of the 
African-American freshmen predicted to succeeded because of a passing 
grade on the WSPT, performed as expected (see Table 53).
Of the 3 African-American freshmen participants identified as 
Potential Difficulty (PD), based on a failing grade (i.e., 3) on the 
WSPT, 2 [67%] succeeded in achieving a FGPA of 2.00 or more, while the 
remaining one (1) [33%] failed to achieve the criterion variable.
Of the 19 White freshmen participants identified as Predicted 
Success (PS), based on a passing grade (i.e., 1) on the WSPT, 15 [79%] 
succeeded in achieving a FGPA of 2.00 or more (criterion variable), 
while the remaining 4 [21%] failed to achieve the criterion variable. 
Thus, seventy-nine [79%] percent of the White freshmen predicted to 
succeed because of a passing grade (i.e., 1) on WSPT, performed as 
expected (see Table 53).
Of the 7 White freshmen participants identified as Potential 
Difficulty, based on a failing grade (i.e., 3) on the WSPT, 5 [71%] 
succeeded in achieving a FGPA of 2.00 or more (criterion variable),
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while the remaining 2 [29%] failed to achieve the criterion variable.
Results revealed no statistically significant difference on FGPA 
for those freshmen who were predicted to succeed, based on a passing 
grade on the WSPT, as a function of race (see Table 53).
Table 53
Analysis of FGPA By WSPT for Freshmen Predicted to Succeed (PS) (Race)
WSPT Passing Grade 
1.99 or Less 2.00 or More




White 4 15 19
5 25 30
2
Note: X (1, N_ = 30) = .718, £  > .05). Not statistically significant
as a function of race.
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Results in Table 54 show freshmen participants' outcome results for
those freshmen identified as Predicted Success (PS), based on a passing
grade (i.e., 1) on the WSPT, along gender lines.
From the total group of 9 male freshmen participants identified 
as Predicted Success (PS), based on a passing grade (i.e., 1) on the 
WSPT, 6 [67%] succeeded in achieving a FGPA of 2.00 or more (criterion 
variable), while the remaining 3 [33%] failed to achieve the criterion 
variable. Thus, sixty-seven [67%] percent of the male freshmen 
who were predicted to succeed because of a passing grade (i.e., 1) on 
the WSPT (PS), performed as expected (see Table 54).
The one (1) male freshman participant identified as Potential 
Difficulty (PD), based on a failing grade (i.e., 3) on the WSPT, 
succeeded in achieving a FGPA 2.00 or more (criterion variable).
Of the 21 female freshmen participants identified as Predicted 
Success (PS), based on a passing grade (i.e., 1) on the WSPT, 20 [95%] 
succeeded in achieving a FGPA of 2.00 more (criterion variable), while 
the remaining one (1) [5%] failed to achieve the criterion variable. 
Thus, ninety—five [95%] percent of the female freshmen predicted to 
succeed because of a passing grade (i.e., 1) on the WSPT, performed as 
expected (see Table 54).
Of the 9 female freshmen participants identified as Potential 
Difficulty, based on a failing grade (i.e., 3) on the WSPT, 6 [67%] 
succeeded in achieving a FGPA of 2.00 or more (criterion variable), 
while the remaining 3 [33%] failed to achieve the criterion variable.
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Results revealed statistically significant difference on FGPA. for 
those freshmen who were predicted to succeed (PS), based on a passing 
grade (i.e., 1) on the WSPT, as a function of gender. More females 
achieved the criterion variable (i.e., FGPA of 2.00 or more) than males 
(see Table 54). However, due to insufficient sample size, this data 
should be viewed with caution.
Table 54
Analysis of FGPA By WSPT for Freshmen Predicted to Succeed (PS) (Gender)
WSPT Passing Grade
1.99 or Less 2.00 or More
Gender ji n_ N = 30
Male 3 6 9
Female 1 20 21
4 26 30
2
Note: X (1, If = 30) = 4.45, j3 < .05). Statistically significant
as a function of gender (e.g., females outperformed males).
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Results in Table 55 show freshmen participants' outcome results
for freshmen identified as Predicted Success (PS), based on a TOAL-3
General Language Quotient (GLQ) (i.e., 90 or more), along racial lines.
From the total group of 12 African-American freshmen participants 
identified as Predicted Success (PS), based on a TOAL-3 GLQ of 90 or 
more (PS), 10 [83%] succeeded in achieving a FGPA of 2.00 or more 
(criterion variable), while the remaining 2 [17%] failed to achieve the 
criterion variable. Thus, eighty-three [83%] percent of the 
African-American freshmen predicted to succeed based on a TOAL-3 GLQ of 
90 or more (PS), performed as expected (see Table 55).
Of the 2 African-American freshmen participants identified as 
Potential Difficulty (PD), based on a T0AL—3 GLQ of 89 or less (PD), 
both [100%] succeeded in achieving a FGPA of 2.00 or more (criterion 
variable).
Of the 23 White freshmen participants identified as Predicted 
Success (PS), based on a TOAL-3 GLQ of 90 or more (PS), 17 [74%] 
succeeded in achieving a FGPA of 2.00 or more (criterion variable), 
while the remaining 6 [26%] failed to achieve the criterion variable. 
Thus, seventy-four [74%] percent of the White freshmen predicted to 
succeed academically based on a TOAL-3 GLQ of 90 or more performed as 
expected (see Table 55).
Of the 3 White freshmen participants identified as Potential 
Difficulty (PD), based on a TOAL-3 GLQ of 89 or less (PD), all 3 [100%] 
succeeded in achieving a FGPA of 2.00 or more (criterion variable).
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Results revealed no statistically significant difference on FGPA 
for those freshmen participants who were predicted to succeed (PS), 
based on a TOAL-3 GLQ of 90 or more, as a function of race (see Table
55).
Tables 55










White 6 17 23
8 27 35
2
Note: X (1, _N = 35) = .397, £_ > .05). Not statistically significant
as a function of race.
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Results in Table 56 show freshmen participants' outcome results for
those freshmen identified as Predicted Success (PS), based on a TOAL-3
General Language Quotient (GLQ) (i.e., 90 or more), along gender lines.
From the total group of 9 male freshmen participants identified
as Predicted Success (PS), based on a TOAL-3 GLQ of 90 or more (PS),
5 [56%] succeeded in achieving a FGPA of 2.00 or more (criterion 
variable), while the remaining 4 [44%] failed to achieve the criterion 
variable. Therefore, fifty-six [56%] percent of the male freshmen 
predicted to succeed based on the TOAL-3 GLQ, performed as expected 
(see Table 56).
The one (1) male freshman participant identified as Potential 
Difficlty, based on a TOAL-3 GLQ of 89 or less (PD), succeeded in 
achieving a FGPA of 2.00 or more.
Of the 26 female freshmen participants identified as Predicted 
Success (PS), based on a TOAL-3 GLQ of 90 or more (PS), 22 [85%] 
succeeded in achieving a FGPA of 2.00 or more (criterion variable), 
while the remaining 4 [15%] failed to achieve the criterion variable. 
Thus, eighty-five [85%] percent of the female freshmen participants 
predicted to succeed (PS), based on a TOAL-3 GLQ of 90 or more,
performed as expected (see Table 56).
Of the 4 female freshmen participants identified as Potential 
Difficulty (PD), based on a TOAL-3 GLQ of 89 or less (PD), all 4 [100%] 
succeeded in achieving a FGPA of 2.00 or more (criterion variable).
Results revealed no statistically significant difference on FGPA
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Prediction-Placement Measures 240
for those freshmen participants who were predicted to succeed (PS), 
based on a TOAL-3 GLQ of 90 or more, as a function of gender (see Table
56).
Table 56




90 or More 
Less 2.00 or More
Gender n_ ri N = 35
Male 4 5 9
Female 4 22 26
8 27 35
2
Note: X (1, _N = 35) = 3.20, > .05). Not statistically significant
as a function of gender.
Overall results revealed no statistically signficant difference on 
FGPA as a function of race or gender for those freshmen who were 
predicted to succeed based on acceptable scores on the prediction 
measures, SAT and HGPA; the placement measures, DRP; and, the 
alternative measure, TOAL-3. However, statistically significant results 
were found on the placement measure, the WSPT, along gender lines for
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for freshmen participants who were predicted to succeed. Results from
the analyses of the TOAL-3, when controlling for the placement measures,
the DRP and WSPT were obtained. No statistically significant difference
was found on FGPA based on reading performance for freshmen passing the 
2
DRP (X , N. = 36, = 1.09, jd > .05). Because of the limited
sample size, an analysis of FGPAs for freshmen failing the DRP was
unattainable. No statistically difference was found on FGPA based on
2
writing performance for freshmen passing the WSPT (X 1, _N = 30)
= .159, £  > .05). Similar results were revealed for freshmen failing 
2
the WSPT; X (1, N = 10) = 2.86, £  > .05).
Scorer Reliability
Hammill, Brown, Larsen and Wiederholt (1994) indicated that scorer 
differences on the TOAL-3 were examined to determine the "degree of 
subjective judgment among test scorers" (p. 55). This statement was 
specifically relevant to the Writing/Vocabulary, Speaking/Vocabulary and 
Writing/Grammar subtests. The mean score for scorer reliability reached 
or exceeded .90. Differences among the scorers, according to Hammill et 
al. (1994), were tested and none were found "to be significant at the 
5% level of confidence" (p. 56). The authors concluded that findings 
indicated similarity in scorers' grading on these subtests.
For this study, an analysis to determine the "degree of subjective 
judgment among test scorers" on the Writing/Grammar subtest was 
undertaken. Because of the correlation of the Writing/Grammar subtest
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with the WSPT in predicting students as Predicted Success (PS) or 
Potential Difficutly (PD), the accuracy of the freshmen students' 
performance on this subtest was paramount. Results on scorer 
reliability on the Writing/Grammar subtest was extremely high. It had 
an jr value of .95. (See Appendix J for Raw Scores on Scorer 
Reliability for subtest Writing/Grammar).
Analysis of Preview Testing Affect
Chi-Square analysis was utilized to determine any statistically 
significant differences among those freshmen participants administered 
the TOAL-3 before Preview testing (i.e., the DRP and WSPT) and those 
freshmen participants administered the TOAL-3 after Preview testing.
This situation occurred because of the low freshmen participation prior 
to Preview testing dates. The researcher, therefore, had freshmen 
students in the study who were administered the TOAL-3, after having 
taken their placement measures, the DRP and WSPT. The original premise 
of the study, called for all freshmen participants to be tested prior 
to their Preview testing date. The idea to evaluate freshmen 
particpants before their Preview testing date was to eliminate the 
possibility of any threat to external validity during the study. Results 
revealed no statistically significant differences (r = .141,
£  > .05) between freshmen participants administered the TOAL-3 
before Preview testing and those freshmen participants administered 
the TOAL-3 after Preview testing.




This study investigated the accuracy of postsecondary traditional 
prediction and placement measures in forecasting the academic success 
of college freshmen at Crosstown University in comparison to an 
alternative measure. The traditional prediction and placement measures 
were the Scholastic Assessment Test (SAT), high school grade point 
average (HGPA), the Degrees of Reading Power (DRP) test, and the Writing 
Sample Placement Test (WSPT). The Test of Adolescent and Adult 
Language (TOAL-3) served as the alternative language-based measure. 
Specifically, the study sought to determine the predictive validity of a 
language-based measure over the traditional prediction and placement 
measures in identifying a first-time college freshman student as either 
Predicted Success (PS) or Potential Difficulty (PD). The alternative 
measure was used to identify a freshman as either PS or PD based on 
the freshman's level of communication competence in speaking, listening, 
reading and writing as operationalized by the TOAL-3 General Language 
Quotient (GLQ). A freshman who scored >_ 90 or higher was designated PS, 
while a freshman who scored C  89 or lower was designated PD. This GLQ 
was compared to the freshman's predicted performance (i.e., PS or PD) 
from the traditional prediction and placement measures.
The overall communication competence of the freshmen participants 
in the language areas of speaking, listening, reading and writing was
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the essential focus of the study. The performance of African-American 
freshmen participants on the study's measures (i.e., SAT, HGPA, DRP,
WSPT, TOAL-3 and FGPA) was of particular interest, given the high 
attrition and low graduation rate of African-American college 
students. Findings of a correlation between communication competence 
of African-American freshmen and their academic achievement might 
encourage colleges to consider alternative policies for admission in 
identifying applicants with the potential for college success and 
persistence to graduation. The inclusion of communication competence 
as a predictor of academic success might also enhance fairness in the 
selection process, given the multicultural background and diverse needs 
of students on college campuses today (0. L. Taylor, 1990; Wright, 1991).
This study examined five hypotheses. They were as follows:
Hypothesis 1: There will be a statistically significant
difference between the TOAL-3 and traditional 
prediction and placement measures in 
identifying first-time college freshmen who are 
categorized as either Predicted Success (PS) or 
Potential Difficulty (PD).
Hypothesis 2: There will be a statistically significant
difference between the TOAL-3 and traditional 
prediction and placement measures in 
identifying first-time college freshmen who





are categorized as either Predicted Success 
(PS) or Potential Difficulty (PD) as a function 
race.
There will be a statistically significant 
difference between the TOAL-3 and traditional 
prediction and placement measures in 
identifying first-time college freshmen who are 
categorized as either Predicted Success (PS) or 
Potential Difficulty (PD) as a function of gender. 
There will be a statistically significant 
difference between the TOAL-3 over and above 
traditional prediction and placement 
measures, in predicting first semester grade 
point average (FGPA), for first-time college 
freshmen who are predicted to succeed.
There will be a statistically significant 
difference between the TOAL-3 and traditional 
prediction and placement measures in predicting 
first semester grade point average (FGPA), for 
first-time college freshmen who are predicted to 
succeed as a function of race and gender.
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Conclusions
This section examines the results of the Chi-Square analyses 
for the language-based measure, the Test of Adolescent and Adult 
Language (TOAL-3), contrasted with the Scholastic Assessment Test 
(SAT), high school grade point average (HGPA), the Degrees of Reading 
Power (DRP) test, and the Writing Sample Placement Test (WSPT).
Data were collected from a total of forty (N^  = 40) first-time 
freshmen students. Along racial lines, there were 14 African-American 
freshmen participants (i.e., 1 male and 13 females) and 26 White 
freshmen participants (i.e., 9 males and 17 females).
One White freshman participant withdrew from Crosstown University 
at the end of the first semester. This student's FGPA was included in all 
data analyses.
Because of the insufficient sample size for the study, statistically 
significant findings to either support or reject some of the proposed 
hypotheses were unattainable, especially for the interaction of the 
variables race and gender.
Descriptive analyses of findings have been offered where parametric 
tests were excluded.
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Hypotheses Results
Identifying First-Time Freshmen 
Hypothesis 1: Accepted
Chi-Square analyses (see Table 11) yielded statistically 
significant results for the Test of Adolescent and Adult Language 
(TOAL-3) and the placement measure, the Writing Sample Placement Test 
(WSPT) in identifying first—time college freshmen as either Predicted 
Success (PS) or Potential Difficulty (PD) based on written language 
proficiency. There were no statistically significant results found for 
the traditional prediction measures, the Scholastic Assessment Test 
(SAT) and high school grade point average (HGPA) or the placement 
measure, the Degrees of Reading Power (DRP) test in identifying 
first-time college freshmen as either PS or PD. However, due to the 
small sample size, caution should be used in interpreting this data.
First-Time Freshmen Identification/Race 
Hypothesis 2: Accepted
There was a statistically significant difference found on the 
prediction measure, the Scholastic Assessment Test (SAT), along racial 
lines in identifying first-time college freshmen as either Predicted 
Success (PS) or Potential Difficulty (PD). More White freshmen were 
identified as PS in comparison to African-American freshmen. No 
statistically significant differences were found on the prediction 
measure, high school grade point average, the placement measures,
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Degrees of Reading Power (DRP) test or the alternative measure, the 
Test of Adolescent and Adult Language (TOAL-3). However, because of 
the small sample size, caution should be used in interpreting this data.
Identifying First-Time Freshmen Students/Gender 
Hypothesis 3: Accepted
There was a statistically significant difference found on the 
traditional prediction measure, the Scholastic Assessment Test (SAT), 
along gender lines, in identifying first-time college freshmen as 
Predicted Success or Potential Difficulty (PD). More males were 
identified as PS in comparison to females. No statistically significant 
differences were found on the prediction measure, high school grade 
point average (HGPA), or the placement measures, the Degrees of Reading 
Power (DRP) test and the Writing Sample Placement Test (WSPT), or the 
alternative measure, the Test of Adolescent and Adult Language (TOAL-3). 
However, because of the small sample size, caution should be taken in 
interpreting these results.
Predicting Freshmen Success/Study Measures 
Hypothesis 4 : Rejected
There was no statistically significant difference found on the Test 
of Adolsecent and Adult Language (TOAL-3) over and above the traditional 
prediction and placement measures in predicting freshmen's GPA as 
indicated by multiple regression analysis. Results from the multiple
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regression analysis revealed that the traditional prediction measure, 
the Scholastic Assessment Test (SAT), was only an effective predictor 
of the criterion variable, first semster grade point average (FGPA) on 
one (1) out of the 6 regression models. The placement measures, the 
Degrees of Reading Power (DRP) test and the Writing Sample Placement 
Test (WSPT), yielded no statistically significant difference in 
predicting the criterion variable, first semester grade point average 
(FGPA) on any of the regressed models. Only the traditional prediction 
measure, high school grade point average (HGPA) was consistently 
statistically significant in predicting first semester grade point 
average for the freshmen participants (see Tables 38-44). However, 
because of the sample size, caution should be used in interpreting 
these findings.
Predicting Freshmen Success/Race and Gender 
Hypothesis 5 ; Accepted
There was a statistically significant difference found on the 
Writing Sample Placement Test, along gender lines, for those 
first-time college freshmen who were predicted to succeed based on 
written language proficiency. More females than males succeeded in 
achieving the criterion variable, a FGPA. of 2.00 or more. No 
statistically significant differences were found on the prediction 
measures, the Scholastic Assessment Test (SAT) and high school grade 
point average, or the placement measure, the Degrees of Reading Power
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Prediction-Placement Measures 250
test (DRP), or the alternative measure, the Test of Adolescent and 
Adult Language (TOAL-3). However, due to the small sample size, caution 
should be used in interpreting this data.
Correlation Analyses
Data analyses indicated statistically significant convergent 
validity across the alternative measure, the Test of Adolescent and 
Adult Language (TOAL-3), and the traditional prediction and placement 
measures, the Scholastic Assessment Test (both Verbal and Composite), 
the Degrees of Reading Power (DRP) test and, the Writing Sample 
Placement Test (WSPT) (see Table 38). The TOAL-3 GLQ, along with the 
SAT Verbal (SATVRB) (r_ = .65) and SAT Composite (SATCMP) (_r = .64), 
demonstrated a strong positive correlation. This convergence tended to 
suggest that these instruments may be measuring similar, but not the 
same constructs for receptive (reading) and expressive (written) 
language. The TOAL-3 Receptive Language Composite (RECQUO) along with 
the SATVRB (_r = .66) and the SATCMP (_r = .62), demonstrated a strong 
positive correlation. The TOAL-3 Expressive Language Composite (EXLQUO) 
along with the SATVRB (jr = .61) and the SATCMP (_r = .65), demonstrated a 
strong positive correlation. Results suggest that these study instruments 
and subtests may be measuring similar, but not identical constructs for 
processing skills for reading, written and spoken language. The DRP, 
along with the TOAL-3 GLQ (j: = .60), demonstrated a strong positive
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correlation. A moderately positive relationship was demonstrated among 
the DRP and the TOAL-3 Reading Composite (REDQUO) (jr = .47), the 
TOAL-3 Vocabulary Composite (VOCQUO) Qr = .53), and the TOAL-3 
Listening Composite (LISQUO) (jr = .47). These findings appear to 
suggest that: although the DRP and the TOAL-3 GLQ and Composites for 
reading, vocabulary and listening may not be measuring the same language 
constructs for receptive (reading), vocabulary and expressive (written) 
language (skills); some similarities in constructs do exist. The 
correlation between the DRP and the LISQUO support Tunmer and Cole's 
(1985) assertions regarding the importance of listening skills to the 
reading process. These findings also offer support for Danks and 
Sticht's (cited in Carlisle, 1991) theory. These authors acknowledged 
that while reading and listening differ in the modality of presentation 
(an auditory or visual signal), once the encoding process has taken 
place, the cognitive components of comprehension (processing) are 
virtually the same (p. 18). The WSPT, along with the TOAL-3 GLQ 
(jr = .66), the TOAL-3 Expressive Language Composite (EXLQUO) (_r = .73), 
and the TOAL-3 Grammar Composite (GRMQUO) (_r = .87), demonstrated a 
strong positive correlation. A moderate positive correlation was 
demonstrated among the WSPT and the TOAL-3 Receptive Language Composite 
(RECQUO) (r_ = .40) and the Written Language Composite (_r = .58).
The convergence of the WSPT and the TOAL-3 GLQ and Composites appear to 
suggest that these study instruments share similarities in language 
features such as sentence combining, tense markers, word retrieval
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skills, vocabulary comprehension and usage. Despite the fact that the 
WSPT represents "graphic" written (expressive) language and the EXLQUO 
"oral" (expressive) language skills, findings of convergent validity 
support Graham (cited in Stewart, 1986) assertions that "written 
language has its roots in oral language" (p. 347).
Correlation analyses among the traditional prediction and placment 
instruments revealed statistically significant convergent validity. The 
SAT Verbal (SATVRB) and DRP (r = .75) yielded a strong positive 
relationship as did the SAT Composite with the DRP (r = .66). 
Implications suggest that the DRP and SAT may be measuring similar 
language constructs for these reading comprehension and vocabulary 
language skills. The SAT Verbal (SATVRB) and WSPT ( jr  = .34) yielded 
a moderate positive relationship as did the SAT Composite (SATCMP) and 
WSPT (jr = .33). Similar results of a moderate positive relationship 
were demonstrated between the DRP and WSPT (_r = .58). Findings of 
convergent validity, among the WSPT and the SAT and DRP, revealed that 
these instruments may might be measuring similar, but not identical 
language constructs for the interaction of reading and writing skills.
Unlike the other study instruments, the Writing Sample Placement 
Test (WSPT) is not a standardized measure. A holistic scoring approach, 
developed from a grading scale, is used by a reader-grader in 
determining a freshman's written language ability, and hence the 
potential for success with or without intevention (Crosstown University, 
Facts About The Writing Sample Placement Test (WSPT), March, 15, 1989,
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Revised). Therefore, findings of convergent validity, among the WSPT in 
relationship to the other prediction and placement measures, appears to 
supports the ability of the WSPT to identify first-time college freshmen 
students with the potential to succeed based on their performances on 
the SAT and DRP (reading and writing skills).
Among the TOAL-3 General Language Quotient (GLQ) and the 
Composites, strong positive correlations were found; Speaking Composite 
Quotient (SPKQUO) (_r = .69), Listening Composite Quotient (LISQUO)
(_r = .71), Reading Composite Quotient (REDQUO) (r = .78), Written 
Language Composite Quotient (WRLQUO) (jr = .80), Receptive Language 
Composite Quotient (RECQUO) (jr = .87) and Expressive Language Composite 
Quotient (EXLQUO) (_r = .86) (see Table 37). Correlation analyses, among 
the Composites, yielded moderate to strong positive relationships. These 
results suggest similarities in the language constructs being measured 
for the spoken, listening, reading and written language intra-subtests 
on the TOAL-3. Further, these findings bolster the test authors' claim 
of the high construct validity among the subtests, from which the 
Composites are derived (see Table 38).
A statistical investigation of criterion-related validity of the 
TOAL-3 GLQ and Composites, in determining the potential for academic 
success, was not evaluated due to the small subject size that would have 
been generated on the TOAL-3's category skills (e.g.. Very Superior, 
Superior, Above Average, Average, Below Average Poor and Very 
Poor) for language competence. Descriptive analyses of the TOAL-3's
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Composite results are provided (see Tables 20-35). Descriptive analyses 
of the TOAL-3 GLQ and the Composites revealed that, as a group, over 88% 
of the freshmen participants (PS) scored in the Average or higher 
range in the areas of speaking, listening, reading and writing.
Results appear to suggest low criterion-related validity on the 
TOAL-3 GLQ in predicting first-time college freshmen first semester 
grade point average (FGPA) based on communication competence in 
speaking, listening, reading and writing. The TOAL-3 GLQ identified 35 
freshmen participants as Predicted Success (PS), and from this group,
27 [77%] achieved the criterion variable of FGPAs of 2.00 or more. Many 
factors such as chance, error or sample characterisitics could have 
accounted for this outcome, but there are two concerns that should be 
considered. First, there is the fact that the TOAL-3 is primarily a 
diagnostic language test, not a predictive measure, that is used to 
evaluate language skills to determine the presence of deficits in 
receptive and expressive language ability. Second, there is the fact 
that the TOAL-3 integrates the four language processes; speaking, 
listening, reading and writing in its test format. Because oral language 
and listening subscales are absent from the other study measures, the 
presence of the oral language subscales on the TOAL-3, may have aided 
the performance of the freshmen participants, particularly 
African-Americans who may be more proficient orally and less proficient 
with written language form (Ball, 1992; Baugh, 1983). However, because 
of the small sample size, caution should be used in interpreting data
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results.
In examining the performance of those freshmen participants who 
demonstrated deficits in their communication skills, a total of 10 
freshmen participants in the study were identified as Potential 
Difficulty (PD) and recommended for reading and/or writing intervention. 
On the traditional placement measures, the DRP identified 4 freshmen 
participants as PD, while the WSPT identified 10 freshmen participants 
as PD. From the 10 freshmen participants identifed as PD by 
the WSPT, 4 out of this 10 had also been identified by the DRP. Three 
(3) freshmen participants had been identified as PD by both the DRP and 
WSPT. Of the 5 freshmen participants identified by the TOAL-3 as 
Potential Difficulty (PD), 4 freshmen participants had also been 
identified by the DRP or WSPT or both as PD (see Tables 44-47). In 
investigating these 5 freshmen participants, 4 freshmen participants 
were found to have significant discrepancies (i.e., 15 points) between 
their receptive and expressive language skills. Three (3) had deficits 
in the expressive area (indicating weaknesses in the production of 
written and spoken communication), while one (1) had deficits in the 
receptive area (indicating weaknesses in the ability to process both 
written and spoken communication) (Hammill et al., 1994). Findings of a 
significant discrepancy between receptive and expressive language skills 
are usually indicative of possible language-learning difficulties. In 
such cases, the individual is referred to the proper resource personnel 
(i.e., speech-language pathologist, language-learning disabled teachers,
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Prediction-Placement Measures 256
resource teacher etc.) for further testing and/or intervention. One (1) 
freshman participant was found to have received Below Average scores 
in both receptive and expressive areas. Four (4) of the 5 freshmen 
participants had been identified for developmental intevention.
According to the test authors and other language experts, individuals 
who have expressive (production) language problems require more time to 
encode what they wish to express either orally or written, demonstrate 
difficulty with verbal fluency, word retrieval skill or lack 
cohesiveness in writing (Blalock, 1984; Hammill et al., 1994; Vogel,
1975; 1992). Individuals who have receptive (processing) language 
problems may demonstrate auditory processing or memory deficits (C. Simon, 
1985).
All 5 of these PD freshmen participants, as identified by the 
TOAL-3 GLQ achieved the criterion variable (i.e., a FGPA of 2.00 or 
more). Outcome results tend to suggest that remedial intervention may 
have been beneficial and a necessary requirement to ensure academic 
performance for the 4 freshmen participants identified by the TOAL-3 
GLQ, DRP and WSPT.
Multiple regression analysis was undertaken to determine the 
ability of the TOAL-3 to predict freshmen participants' potential for 
academic success over and above the traditional prediction and placement 
measures. Examination of the regression coefficients indicated, that of 
the study measures, only high school grade point average was 
statistically significant in forecasting the criterion variable —  first
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semester grade point average (FGPA) (see Tables 43-48). The interaction 
of race and gender was unattainable because of insufficient sample size. 
However, the presence of the TOAL-3 increased the variance for 
predicting FGPA along with the other study instruments.
Chi-Square analyses revealed a statistically significant difference 
between the TOAL-3 GLQ and the Scholastic Assessment Test (SAT)
Composite Score in predicting first semester grade point average as a 
function race (see Table 14).
Limitations
The insufficient sample size ( =  40) was the primary limitation 
of the study. Neither large volumes of mailings to freshmen students, 
with the aid of the Preview Testing Staff, nor requests for volunteers 
during the various Preview sessions produced increased numbers of 
first-time freshmen subjects for the study. Similarly, numerous attempts 
to assist freshmen participants in keeping their scheduled appointments 
proved unsuccessful for both on-campus and off-campus testing.
The insufficient number of African-American freshmen participants, 
especially African-American males, was another significant limitation 
in the study. This population, African-Americans, was to have served as 
the focus of the study. The African-American freshmen who participated in 
this study performed well overall on the study’s measures. The majority 
of African-American freshmen participants demonstrated communication 
competence across the areas of speaking, listening, reading and writing.
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No African-American freshman participant (or White freshman participant), 
in the study, evidenced non-standard speech patterns or usage during 
the interview process or on the writing sections of the TOAL-3 subtests.
A majority of the African-American freshmen participants had a HGPA of 
2.80 or more. True to previous findings (ERS Report, 1981; Crouse & 
Trusheim, 1988), the SAT underpredicted the ability of the 
African-American freshmen participants to succeed academically at the 
postsecondary level. From the group of 14 African-American freshmen 
participants, only 2 [14%] were identified as Predicted Success (PS) by 
the SATCMP in comparison to the 12 [86%] identified by the TOAL-3 GLQ. 
Although the 2 African-American freshmen participants identified as PS 
by the Scholastic Assessment Test Composite Score (SATCMP) achieved 
the criterion variable (FGPA of 2.00 or above), 10 [83%] out of the 12 
African-American freshmen participants predicted to succeed by the 
TOAL-3 GLQ (but not predicted to succeed by the SATCMP) achieved the 
criterion variable of a FGPA of 2.00 or above. This underprediction 
underscores issues and concerns regarding the use of achievement tests 
as admission measures for college entrance, especially for 
African-Americans. Standardized measures such as the SAT, according 
to some educators, serve as "gatekeepers" by circumventing the 
entrance of countless African-American youths into more prestigious 
and highly selective universities because of low-test-score performance. 
Because African-American youths are denied equal access to prominent 
colleges and universities, in comparison to their White peers, they
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miss out on the opportunities to develop lucrative business and 
professional relationships that come with attending financially and 
socially connected ivy league colleges (ERS Report, 1981; Minorities 
in Higher Education, 1994) that are of enormous benefit to students 
in securing well paying jobs or managerial positions postgraduaticn.
The presence of low scores on standardized tests like the SAT, also 
result in many African-American college entrants being singled-out for 
potential remedial tracks or provisional status (Davis et al., 1990; 
Williams, 1969). In addition to the SAT underpredicting the performance 
of African-Americans, it also underpredicted the performance of 85% of 
the White freshmen participants who were identified as Potential 
Difficulty (PD) because of SAT Composite scores of 1049 or less. These 
findings support Morgan's (cited in D'Augelli & Hershberger, 1993) 
assertions regarding the predictability of the SAT with White college 
entrants. Similar underpredictions were yielded along gender lines. The 
SAT underpredicted the academic performance of 92% of the females who 
were identified as Potential Difficulty because of SAT Composite scores 
of 1049 or less. These findings support those of Sticker, Rock and 
Burton (1993) and Pennock-Roman (1994) regarding issues of gender bias 
on the SAT.
To confirm the validity of this study's findings, duplication of 
the study with a larger population of first-time college freshmen, 
particularly African-Americans is needed.
The inability of the researcher to hold constant the courses taken
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by the freshmen participants identified as either Predicted Success (PS) 
or Potential Difficulty (PD) was a further limitation of the study. 
However, the study was designed to simulate the prediction and placement 
process— and control groups are not an option for admission personnel. 
Yet. some of the freshmen participants identified as Predicted Success 
(PS) may have fallen short of the criterion variable (i.e., 2.00 or 
above) because they were taking more advanced coursework. Also, some 
freshmen participants identified as Predicted Success (PS) may have 
achieved the criterion variable because they elected to take a less 
demanding courseload for their first semester. The decision to take a 
less academically advanced curriculum may have been rooted in the 
freshmen's desire to first acclimate themselves to college life.
Similar reasons may have prevailed for freshmen participants 
identified as Potential Difficulty (PD). Usually, these students would 
be advised to take less hours and a lighter curriculum load because of 
their academic predictors.
Implications
Although the study failed to prove that the T0AL-3 is a more 
accurate predictor of first-time college freshmen students' potential to 
succeed academically, based on level of language competence or lack of, 
some findings from the study do appear to be of merit.
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College Level
First, duplication of the study with a larger sample size 
needs to be performed. The inability of the language-based assessment 
(the TOAL-3) and the traditional prediction and placement measures 
(the SATCMP, DRP and WSPT) to predict FGPA of the freshmen participants 
revealed the need for a differing perspective on the college admission 
and the prediction and placement process. Despite falling short of its 
intended target, the TOAL-3 nevertheless identified a more significant 
number of African-American freshmen participants as Predicted Success 
(PS) over the traditional measure, the SAT. Such results strengthen the 
need for some type of dialogue as to which instruments should comprise 
the prediction and placement arsenal. The general perception is that the 
SAT represents America's national college entrance test. Whether this 
assumption is true or false is of little consequence —  the media, 
politicians, educators, parents and students view it as such. However, 
the fervor that pushed the SAT into national prominence, has been absent 
in pushing for a national curricula or equitability in school funding 
nationwide to ensure equality in the educational skills of high school 
students taking the SAT, regardless of race or economics. Given the 
increase in the minority population, especially for college-aged youths, 
colleges desiring to maintain their enrollment levels may find their 
recruitment efforts, especially for African-American students, hampered 
by traditional admission measures that yield false negatives. In other 
words, capable African-American teenagers may be denied invitations by
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colleges during recruitment outings because of low test scores or some 
African-American teenagers may elect not to apply to a certain college 
because of low test scores. Already facing low standardized test scores 
that deny them access to the more selective or ivy league colleges, with 
the dismantling of affirmative action, numerous African-American 
teenagers could be virtually shut-out of college altogether because of 
entrance requirements that ignore poor schooling, poverty, and 
racism —  instead requiring an African-American college applicant to be 
on equal footing with his or her White counterpart.
Developmental Intevention
The influence of developmental intervention, on those freshmen 
enrolled in reading and writing, may have aided in increasing FGPA for 
some freshmen participants as that is the intent of remediation.
Of the 10 freshmen participants identified for developmental reading 
and/or writing intervention, 7 [70%] achieved the criterion variable.
From this group of 10, the TOAL-3 GLQ identified 4 as having overall 
Below Average language skills (i.e., PD), and 6 as having Average 
language skills (i.e., PS). These 4 Potential Difficulty (PD) freshmen 
participants all achieved the criterion variable of 2.00 or above. It 
would appear that developmental intervention was of enormous benefit to 
them. From the remaining 6 freshmen participants, 3 freshmen failed to 
achieve the criterion variable of 2.00 or more, but demonstrated 
communication competence across the areas of speaking, listening, 
reading and writing as measured by the TOAL-3. The disparity in outcome
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could be attributed to many factors. But, the question does arise, would 
these freshmen have achieved the criterion variable if the developmental 
curriculum had been more student-specific and the intervention program 
multi-leveled? Were these freshmen who demonstrated adequate 
communications skills on the TOAL-3, in need of the same quality of 
developmental intervention (program) as the 4 freshmen identified by 
all 3 measures as possessing various levels of communication deficits?
As previously mentioned, most postsecondary developmental programs 
treat all "underprepared" students as a homogenous group. Developmental 
programs have been cited as a contributor in students dropping-out or 
withdrawing from college because of dissatisfication with the 
curriculum (Wambach & Brother, 1990; Williams, 1978, Wooley, 1989).
The issue of persistence toward graduation is fragile for many students, 
and equally so for those freshmen enrolled in developmental programs, 
particularly African-Americans. Therefore, before colleges move to 
tighten admission criteria, they should determine what specific 
communication skills are required among its entrants for potential 
academic success. After deciding upon this process, colleges should move 
to acquire prediction and placement measures that evaluate these 
specific "set" of skills, and design their developmental curricula to 
incorporate these same skills across a multiplicity of learning styles 
applicable to its diverse college population. College should monitor the 
success rate of students passing developmental and entering regular 
college courses and graduating to determine if these developmental
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programs are meeting students' needs. Equally, colleges should monitor 
the ratio of African-Americans to Whites enrolled in these types of 
programs to ensure that African-Americans are not being unjustly 
"tracked" into developmental programs in comparison to Whites.
High School GPA
In the study, HGPA was the only measure statistically significant 
in predicting FGPA. Ninety-two [92%] percent of the freshmen 
participants with HGPAs of 2.80 or above did achieve the criterion 
variable. However, other findings of the study also revealed that over 
65% of the freshmen participants identified as Potential Difficulty (PD) 
because of HGPAs of 2.79 or less, achieved the criterion variable. These 
results raised some interesting questions. Do students who have lower 
high school GPAs, once in college, work harder to perform better 
because of more academic freedom? Or, do students acquire significant 
high school GPAs because of their known academic reputations while in 
high school? Therefore, once in college, do these students find 
themselves on equal footing with other talented students, and thus are 
unable to compete? Or, do high schools subjectively grade students based 
on a variety of criteria (i.e., teacher perception, effort, athletic 
association, parental status etc.), thereby diluting the academic merit 
of the HGPA as a reflection of the student's true ability (Livengood, 
1992; Young, 1993)?
Because of the enormous weight that colleges, parents and students
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place on grades, and the inconsistencies among school systems in the same 
community, geographical region or state regarding grading policies, a 
consortium composed of elected officials, college administrators, 
school administrators, school board members, teachers, parents and 
students needs to be formed. The sole purpose of this consortium would 
be to establish grading policies statewide to ensure consistency and 
objectivity in the grading procedures and practices of the schools' 
systems. If this were done, colleges, during admission would be assured 
of some standardization in the HGPA of potential entrants and the 
ability to make meaningful comparisons regarding their potential for 
academic success.
Conclusion
Findings from the study, although unable to conclusively support 
the proposed hypotheses, did offer evidence for colleges to reexamine 
their admission policies and practices in determining the potential for 
academic success.
In conclusion, because there are many factors (i.e., cognitive and 
noncognitive) (Kraft, 1991; Tinto, 1990) that can influence a student's 
persistence to graduation, effective prediction and placement measures 
to enhance the selection process must be implemented. Additionally, 
these prediction and placement devices should reflect student diversity 
as a means of ensuring fairness in the admission process and accuracy in 
the identification process for remedial intervention— based on need, 
not race or class.
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TOAL-3 Subtest Scores for African-American Freshmen Participants
RS=Raw Score________________________ %=Percentile SS=Standard Score
T O A Ij-3
Listen/Voc
T O A L-3
Listen/Gram
T O A L -3
Spcak/Voc
T O A L -3
Speak/Gram
T O  A 1^3
Rcad/Voc
T O A L -3
Read/Gram
T O A L -3
W rile/Voc
T O A L-3
W rite /G ram
Subjects KS % ss KS % SS KS % SS KS % SS US % SS KS % SS KS % SS KS % SS
A 3(1 84 13 32 84 13 22 63 11 22 84 13 28 84 13 23 63 11 21 63 11 9 5 5
D 21 25 8 31 75 12 23 75 12 21 63 11 24 50 10 23 63 11 23 75 12 19 50 10
E 21 25 8 28 63 11 18 25 8 18 25 8 24 50 10 25 91 14 21 63 11 14 25 30
I 26 50 10 16 16 7 17 25 8 21 63 11 24 50 10 23 63 11 22 63 11 13 16 21
J 15 9 6 28 63 11 22 63 11 18 25 8 21 25 8 23 63 11 23 75 12 17 37 21
P 23 37 9 28 63 11 15 9 6 10 <1 2 23 37 9 23 63 11 17 25 8 20 63 11
U 24 37 9 28 63 11 23 75 12 21 63 11 27 75 12 22 63 11 22 63 11 14 25 8
Y 17 9 6 29 63 11 21 50 10 20 50 10 28 84 13 22 75 12 25 84 13 23 75 12
DD 29 75 12 29 63 11 24 75 12 21 63 11 27 75 12 24 63 11 28 91 14 19 50 10
EE 22 37 9 15 16 7 20 50 10 16 9 6 25 50 10 23 91 14 23 75 12 16 25 8
CG 26 50 10 31 75 12 24 75 12 15 9 6 28 84 13 22 50 10 17 25 8 18 50 10
JJ 21 37 9 12 9 6 22 63 11 15 9 6 15 9 6 11 5 5 22 63 11 11 9 6
KK 17 16 7 31 75 12 19 37 9 27 99 17 25 50 10 25 91 14 21 63 11 14 25 8
M M 26 50 10 29 63 U 21 50 10 24 95 15 25 50 10 23 63 11 21 63 11 20 63 11
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A ppendix B
TOAL-3 Subtest Scores for White Freshmen Participants

















Subjects RS % SS RS % SS RS SS RS % SS RS % SS RS % SS RS % SS RS % SS
B 33 95 15 33 84 13 23 75 12 20 50 10 30 95 15 25 91 14 26 84 13 19 50 10
C 23 37 9 17 25 8 21 50 10 15 9 6 25 50 10 20 37 9 19 37 9 17 37 9
F 21 25 8 30 75 12 19 37 9 19 37 9 24 50 10 23 63 11 20 50 10 16 25 8
H 33 95 15 12 9 6 16 16 7 21 63 11 27 75 12 25 91 14 22 63 11 18 50 10
K 24 37 9 32 84 13 21 50 10 19 37 9 17 16 7 23 63 11 25 84 13 19 50 10
L 29 75 12 30 75 12 22 63 11 16 9 6 26 63 11 22 50 10 19 37 9 21 63 11
M 31 91 14 31 75 12 24 75 12 22 84 13 28 84 13 25 91 14 28 91 14 22 63 11
N 26 50 10 24 50 10 17 25 8 21 63 11 24 50 10 22 50 10 7 <1 2 4 <1 2
O 23 37 9 16 16 7 23 75 12 15 9 6 27 75 12 25 91 14 22 75 12 16 25 8
Q 16 16 7 15 16 7 20 50 10 13 2 4 22 37 9 25 91 14 22 63 11 12 16 7
R 26 50 10 32 84 13 24 75 12 19 37 9 28 84 13 24 75 12 27 84 13 19 >99 19















TOAL-3 Subtest Scores for White Freshmen Participants





















Subject KS % SS KS % SS RS % SS RS % SS KS % SS RS % SS KS % SS KS % SS
T 23 37 9 29 63 11 25 84 13 19 37 9 27 75 12 22 50 10 27 84 13 17 37 9
V 23 37 9 32 84 13 21 50 10 21 63 11 25 50 10 23 75 12 22 63 11 22 63 11
W 31 91 14 31 75 12 24 75 12 26 99 17 29 91 14 24 50 10 30 98 16 19 50 10
X 25 50 10 20 37 9 21 50 10 15 9 6 27 75 12 21 50 10 19 37 9 8 2 4
Z 30 84 13 27 63 11 23 75 12 18 25 8 29 91 14 24 75 12 24 75 12 6 <1 2
AA 21 25 8 24 50 10 20 50 10 19 37 9 26 63 11 25 91 14 21 63 11 19 50 10
BB 29 75 12 30 75 12 24 75 12 24 95 15 29 91 14 25 91 14 25 84 13 22 63 11
CC 25 50 10 29 63 11 20 50 10 19 37 9 24 50 10 24 75 12 20 50 10 21 63 11
FF 25 50 10 29 63 11 22 63 11 19 37 9 27 75 12 25 91 14 26 84 13 21 63 11
HH 18 16 7 30 75 12 16 16 7 18 25 8 25 50 10 22 50 10 21 63 11 12 16 7
11 24 37 9 34 91 14 19 37 9 19 37 9 27 75 12 24 75 12 18 37 9 19 50 10
LL 23 37 9 23 50 10 10 1 3 17 16 7 23 37 9 9 2 4 22 63 11 16 25 8
NN 28 63 11 26 50 10 21 50 10 19 37 9 29 91 14 25 91 14 28 91 14 19 50 10














TOAL-3 Subtest Scores for Male Participants
___________________________ RS=Raw Score______  %=Percentile SS=Standard Score
T O A L -3
Listen/Voc
T O A L -3
Listen/Gram
T O A L -3
Spcak/Voc
T O A L -3
Speak/Gram
T O A L 3
Read/Voc
T O A L -3
Read/Gram
T O A L -3
W ritc/Voc
TOA1^3
W rite /G ram
Subject RS % SS RS % SS RS % SS RS % SS RS % SS RS % SS RS % SS RS % SS
B W 33 95 15 33 84 13 23 75 12 20 50 10 30 95 15 25 91 14 26 84 13 19 50 10
L  W 29 75 12 30 75 12 22 63 11 16 9 6 26 63 11 22 50 10 19 37 9 21 63 11
M  W 31 91 14 31 75 12 24 75 12 22 84 13 28 84 13 25 91 14 28 91 14 22 63 11
Q W 16 16 7 15 16 7 20 50 10 13 2 4 22 37 9 25 91 14 22 63 11 12 16 7
R W 26 50 10 32 84 13 24 75 12 19 37 9 28 84 13 24 75 12 27 84 13 19 50 10
S W 28 63 11 30 75 12 25 75 12 19 37 9 29 91 14 25 50 10 30 98 16 19 50 10
W  W 31 91 14 31 75 12 24 75 12 26 99 17 29 91 14 24 50 10 30 98 16 19 so 10
DD AA 29 75 12 29 63 11 24 75 12 21 63 11 27 75 12 24 63 11 28 91 14 19 50 10
L L  W 23 37 9 23 50 10 10 1 3 17 16 7 23 37 9 9 2 4 22 63 11 16 25 8
T W 23 37 9 29 63 11 25 84 13 19 37 9 27 75 12 22 50 10 27 84 13 17 37 9
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Appendix D 
TOAL-3 Subtest Scores for Female Participants
_ _ _ _ _ _ _________ RS = Raw Score_________________% = Percentile____________ SS = Standard Score
T
Li






O A L -3
ten/Gram
T O A L -3
Spcak/Voc
T O A L -3
Speak/Gram
T O A L -3
Read/Voc
T O A L -3
Read/Gram
T O A L-3
W rite/Voc
T O A W
W rite /G ram
SuhJ Rice KS % SS KS % SS RS % SS RS % SS RS % SS RS % SS RS % SS RS % SS
A AA 30 84 13 32 84 13 22 63 11 22 84 13 28 84 13 23 63 11 21 63 11 9 5 5
C W 23 37 9 17 25 8 21 50 10 15 9 6 25 50 10 20 37 9 19 37 9 17 37 9
1) AA 21 25 8 31 75 12 23 75 12 21 63 11 24 50 10 23 63 11 23 75 12 19 50 10
1C AA 21 25 8 28 63 11 18 25 8 18 25 8 24 50 10 25 91 14 21 63 11 14 25 8
V W 21 25 8 30 75 12 19 37 9 19 37 9 24 SO 10 23 63 11 20 50 10 16 25 8
11 W 33 95 15 12 9 6 16 16 7 21 63 11 27 75 12 25 91 14 22 63 11 18 50 10
1 AA 26 50 10 16 16 7 17 25 8 21 63 11 24 50 10 23 63 11 22 63 11 13 16 7
J AA IS 9 6 28 63 11 22 63 11 18 25 8 21 25 8 23 63 11 23 75 12 17 37 9
K W 24 37 9 32 84 13 21 50 10 19 37 9 17 27 7 23 63 11 25 84 13 18 50 10
N W 26 50 10 24 50 10 17 25 8 21 63 11 24 50 10 22 50 10 7 <1 2 4 <1 2
O W 23 37 9 16 16 7 23 75 12 15 9 6 27 75 12 25 91 14 22 75 12 16 25 8
P AA 23 37 9 28 63 11 15 9 6 10 <1 2 23 37 9 23 63 11 17 25 8 20 63 11
V W 23 27 9 32 84 13 21 50 10 21 63 11 25 50 10 23 75 12 22 63 11 22 63 11
11 W 24 37 9 28 63 11 23 75 12 21 63 11 27 75 12 22 63 11 22 63 11 14 25 8















TOAL-3 Subtest Scores for Female Participants



















SubJ Race RS •/. SS RS •A SS RS •A SS RS •A SS RS •A SS RS •A SS RS •A SS RS •A SS
Y AA 17 9 6 29 63 11 21 50 10 20 50 10 28 84 13 22 75 12 25 84 13 23 75 12
L W 30 84 13 27 63 11 23 75 12 18 25 8 29 91 14 24 75 12 24 75 12 6 <1 2
AA W 21 25 8 24 50 10 20 50 10 19 37 9 26 63 11 25 91 14 21 63 11 19 50 10
DD W 29 75 12 30 75 12 24 75 12 24 95 15 29 91 14 25 91 14 25 84 13 22 63 11
CC W 25 50 10 29 63 It 20 50 10 19 37 9 24 50 10 24 75 12 20 SO 20 21 63 11
EE AA 22 37 9 15 16 7 20 50 10 16 9 6 25 50 10 23 63 11 23 75 12 16 25 8
EF W 25 50 10 29 63 11 22 63 11 19 37 9 27 75 12 25 91 14 26 84 13 21 63 11
GG AA 26 50 10 31 75 12 24 75 12 15 9 6 28 84 13 22 50 10 17 25 8 18 50 10
nil W 18 16 7 30 75 12 16 26 7 18 25 8 25 50 10 22 50 10 21 63 11 12 16 7
II W 24 37 9 34 91 14 19 37 9 19 37 9 27 75 12 24 75 12 18 37 9 12 16 7
JJ AA 21 37 9 12 9 6 22 63 11 15 9 6 15 9 6 11 5 5 22 63 11 11 9 6
KK AA 17 16 7 31 75 12 19 37 9 27 99 17 25 50 n o 25 91 14 21 63 11 14 25 8
M M AA 26 50 10 29 63 11 21 50 10 24 95 15 25 50 10 23 63 11 21 63 11 20 63 11
NN W 28 63 11 26 50 10 21 50 10 19 37 9 29 91 14 25 91 14 29 91 14 19 50 10














TOAL-3 Expressive/Receptive Language Subtests and Composites and Scholastic Assessment Tests (SAT1 
_____________________________________ % = Percentile_____________________________ Q = Quotient
















% Q % Q % Q % Q % Q % Q
A 63 11 84 13 79 112 87 117 87 117 50 100 490 960
B 75 12 50 10 65 106 87 117 97 128 70 108 640 120
C 50 10 9 6 21 88 21 88 32 93 16 85 460 870
D 75 12 63 11 73 109 50 100 55 102 70 108 540 1010
E 25 8 25 8 21 88 30 92 63 105 30 95 420 870
F 37 9 37 9 35 94 42 97 55 102 42 97 440 940
H 16 7 63 11 35 94 45 98 79 112 42 97 540 1020
I 25 8 63 11 42 97 32 93 42 97 37 95 460 900
J 63 11 25 8 42 97 32 93 32 93 50 100 450 890
K 50 10 37 9 42 97 55 102 50 100 58 103 580 1130















TOAL-3 Expressive/Receptive Language Subtests and Composites and Scholastic Assessment Tests (SAT)
 % = Percentile_____________________________________ Q = Quotient














% Q % Q % Q % Q % Q % Q
M 75 12 84 13 84 115 89 118 93 122 87 117 690 1380
N 25 8 63 11 42 97 45 98 50 100 3 72 540 1030
O 75 12 9 6 35 94 25 90 58 103 50 100 590 1160
P 9 6 4 2 4 64 9 80 50 100 19 87 440 900
Q 50 10 2 4 12 82 9 80 37 95 19 87 390 950
R 75 12 37 9 58 103 68 107 81 113 93 122 520 1020
S 75 12 37 9 58 103 70 108 91 120 79 112 680 1310
T 84 13 37 9 65 106 58 103 58 103 68 107 580 1020
U 75 12 63 11 73 109 63 105 58 103 58 103 550 1110
















TOAL-3 Expressive/Receptive Language Subtests and Composites and Scholastic Assessment Test (SAT)
% = Percentile Q = Quotient
















% Q % Q % Q % Q % Q % Q
w 75 12 99 17 97 127 55 95 91 120 95 125 750 1380
X 50 10 9 6 21 88 30 92 55 102 12 82 510 980
Y 50 10 50 10 50 100 37 95 50 100 68 107 580 1170
Z 75 12 25 8 50 100 68 107 87 117 37 95 590 1150
AA 50 10 37 9 42 97 37 95 68 107 50 100 480 960
BB 75 12 95 15 97 111 89 118 91 120 89 118 570 1040
CC 50 10 37 9 42 91 50 100 63 105 50 100 490 1080
DD 75 12 63 11 73 109 75 110 79 112 79 112 610 1250
EE 50 10 9 6 21 88 19 87 37 95 32 93 410 870
FF 63 11 37 9 50 100 55 102 79 112 63 105 550 990















TOAL-3 Expresive/Receptive Language Subtests and Composites and Scholastic Assessment Tests (SAT)
% = Percentile Q = Quotient
















% Q % Q % Q % Q % Q % Q % Q
HH 16 7 25 8 16 85 21 88 42 97 25 90 480 920
II 37 9 37 9 35 94 55 102 79 112 37 95 600 1120
JJ 63 11 9 6 27 91 19 87 6 77 25 90 510 960
KK 37 9 99 17 89 118 70 108 63 105 78 108 510 1040
LL 1 3 16 7 2 70 12 82 19 87 12 82 440 1020
MM 50 10 95 15 84 115 75 110 79 112 75 110 520 990
NN 50 10 37 9 42 97 50 100 84 115 63 105 770 1210














TOAL - 3 Writing Subtest and Composite Scores and Writing Sample Placement Test (WSPT1














RS % SS RS % SS sss % Q sss - % Q SSS % Q SSS % Q Scores
A 21 63 11 9 5 5 16 21 88 40 50 100 48 81 113 42 58 103 1
B 26 84 13 19 50 10 23 73 109 52 91 120 55 95 125 47 79 112 1
C 19 37 9 17 37 9 IS 35 74 37 37 95 38 42 97 32 19 87 3
D 23 75 12 19 50 10 22 65 106 33 21 88 39 45 98 44 68 107 1
E 21 63 11 14 25 18 19 42 97 43 63 105 37 37 95 41 55 102 3
F 20 50 10 16 25 8 18 35 94 39 45 98 37 37 95 40 50 100 3
H 22 63 11 18 50 10 21 58 103 47 79 112 45 70 108 41 55 102 1
I 22 63 11 13 16 7 18 35 94 39 45 98 39 45 98 36 32 93 1
J 23 75 12 17 37 9 21 58 103 40 50 100 37 37 95 39 45 98 3
K 25 84 13 19 50 10 23 73 109 41 55 102 39 45 98 43 63 105 1
















Writing Subtest and Composite Scores and Writing Sample Placement Test (WSPTI













Subjects RS % SS RS % SS RS % Q SSS % Q SSS % Q SSS % Q Scores
M 28 91 14 22 63 11 25 84 115 52 91 120 53 93 122 50 87 117 1
N 7 <1 2 4 <1 2 4 <1 52 24 3 73 30 13 83 33 21 88 3
0 22 75 12 16 25 8 20 50 100 46 75 110 45 70 108 35 30 92 1
P 17 25 8 20 63 11 19 42 97 39 45 98 37 37 95 35 30 92 1
Q 22 63 11 12 16 7 18 35 94 41 55 102 37 37 95 32 19 87 1
R 27 84 13 19 50 10 23 >75 109 48 81 113 49 84 115 44 68 107 1
S 30 98 16 19 50 10 26 89 118 54 94 123 54 94 123 45 70 108 1
T 27 84 13 17 37 9 22 65 106 44 68 107 47 79 112 39 45 98 1
U 22 63 11 14 25 8 19 42 97 41 55 102 44 68 107 40 50 100 1















TQAL-3 Writing Subtest and Composite Scores and Writing Sample Placement Test (WSPTi














RS % SS RS % SS SSS % Q SSS % Q SSS % Q SSS % Q Scores
w 30 98 16 19 50 10 26 89 118 52 91 120 59 99 132 51 89 118 1
X 19 37 9 8 2 4 13 8 79 35 30 92 41 55 102 29 12 82 3
Y 25 84 13 23 75 12 25 84 115 48 81 113 42 58 103 43 63 105 1
Z 24 75 12 9 5 5 17 27 91 43 63 105 51 89 118 36 32 88 1
AA 21 63 11 19 50 10 21 58 103 46 75 no 40 50 100 43 63 105 1
BB 25 84 13 22 63 11 24 79 112 52 91 120 51 89 118 52 91 120 1
CC 20 50 10 21 63 11 21 58 103 43 63 105 40 50 100 43 63 105 1
DD 28 91 14 19 50 10 24 79 112 48 81 113 50 87 117 44 68 107 1
EE 23 75 12 16 25 8 20 50 100 41 55 102 41 55 102 32 19 87 1















TOAL-3 Writing Subtest and Composite Scores and Writing Sample Placement Test (WSPTl













RS % SS RS % SS SSS % Q SSS % Q SSS % Q SSS % Q Scores
GG 17 25 8 18 50 10 18 35 94 41 55 102 43 63 105 38 42 97 1
HH 21 63 11 12 16 7 19 42 97 39 45 98 34 25 90 38 42 97 3
n 18 37 9 19 50 10 19 42 97 43 63 105 39 45 98 45 70 108 3
JJ 22 63 11 11 9 6 17 27 91 28 9 80 37 37 95 23 3 72 3
KK 21 63 11 14 25 8 19 42 97 43 63 105 40 50 100 51 89 118 1
LL 22 63 11 16 25 8 19 42 97 32 19 87 32 19 87 28 9 80 3
MM 21 63 11 20 63 11 21 58 103 42 58 103 46 75 110 47 79 112 1
NN 28 91 1-1 19 50 10 24 79 112 52 91 120 49 84 115 43 63 105 1
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Appendix G 
TOAL-3 Reading Subtest and Composite Scores and Degrees of Reading Power Test (DRP) 










RS % SS RS % SS SSS % Q 1 2 3
A 28 84 13 23 63 11 24 79 112 70 81 92
B 30 95 15 25 91 14 29 97 127 95 99 99
C 25 50 10 20 37 9 19 42 97 70 81 92
D 24 50 10 23 63 11 21 58 103 83 94 99
E 24 50 10 25 91 14 24 79 112 71 82 93
F 24 50 10 23 63 11 21 58 103 62 73 84
H 27 75 12 25 91 14 26 89 118 88 99 99
r 24 50 10 23 63 11 21 58 103 75 86 97
J 21 25 8 23 63 11 19 42 97 83 94 99
K 17 16 7 23 63 11 18 35 94 99 99 99
L 26 63 11 22 50 10 21 58 103 77 88 99
M 28 84 13 25 91 14 27 92 121 99 99 99
N 24 50 10 22 50 10 20 50 100 77 88 99
O 27 75 12 25 91 14 26 89 118 83 94 99
P 23 37 9 23 63 11 20 50 100 73 84 95
Q 22 37 9 25 91 14 23 73 109 70 81 92
R 28 84 13 24 75 12 25 84 115 80 91 99
S 29 91 14 25 91 14 28 98 124 88 99 99
T 27 75 12 22 50 10 22 65 106 83 94 99
U 27 75 12 22 50 10 22 65 106 73 84 95
V 25 50 10 23 63 11 21 58 103 77 88 99
W 29 91 14 24 75 12 26 89 118 99 99 99
X 27 75 12 21 50 10 22 65 106 63 74 85
(Tabic Continues)
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Appendix G 
TOAL-3 Reading Subtest and Composite Scores and Degrees o f Reading Power Test (DRP) 









Subject RS % SS RS % SS SSS % Q 1 2 3
Y 28 84 13 22 50 10 23 73 109 73 84 95
Z 29 91 14 24 75 12 26 89 118 67 78 89
AA 26 63 11 25 91 14 25 84 115 67 78 89
BB 29 91 14 25 91 14 28 95 124 88 99 99
CC 2-4 50 10 24 75 12 22 65 10  6 73 84 95
DD 27 75 12 24 75 12 24 79 112 77 88 99
EE 25 50 10 23 63 11 21 58 103 68 79 90
FF 27 75 12 25 91 14 26 89 118 80 91 99
GG 28 84 13 22 50 10 23 73 109 70 81 92
HH 25 50 10 22 50 10 20 50 100 62 73 84
II 27 75 12 24 75 12 24 79 112 95 99 99
JJ 15 9 6 11 5 5 11 3 73 68 79 90
KK 25 50 10 25 91 14 24 79 112 80 91 99
LL 23 37 9 9 2 4 13 8 89 65 77 88
M M 25 50 10 23 63 11 21 58 103 77 88 99
NN 29 91 14 25 91 14 28 95 124 99 99 99
OO 26 03 11 22 50 10 21 58 103 88 99 99
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Appendix H
TOAL-3 General Language Quotient Scores and Freshmen Grade Point Average (FGPA) 
SSS=Sum of Standard Scores_________________ Q=Quotient_______________
Subjects General Language Quotient Semester FGPA
SSS % Q Scores
A 90 73 109 2.25
B 102 91 119 1.75
C 65 19 87 3.00
D 97 84 115 3.44
E 88 68 107 3.17
F 73 35 94 2.84
H 86 63 105 3.17
I 75 39 96 2.26
J 70 27 91 1.99
K 82 55 102 3.16
L 82 55 102 2.25
M 103 91 120 1.85
N 63 16 85 2.41
O 80 50 100 3.94
P 67 23 89 2.55
Q 69 25 90 2.68
R 92 75 110 0.00
S 98 86 116 1.34
T 86 63 105 3.23
U 84 58 103 2.91
(Table Continues)
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Appendix H
TOAL-3 General Language Quotient Scores and Freshmen Grade Point Average tFGPA) 
________SSS = Sum of Standard Scores_____________ Q = Quotient____________________
Subjects General Language Quotient Semester FGPA
V 86 63 105 2.78
W 97 84 115 3.30
X 70 27 91 0.70
Y 85 61 104 2.75
Z 87 65 106 3.00*
AA 83 58 103 2.69
BB 103 91 120 2.45
CC 83 58 103 2.61
DD 94 79 112 3.28
EE 73 35 94 2.86
FF 90 73 109 3.26
GG 81 53 101 1.72
HH 72 32 93 2.13
II 84 58 103 0.90
JJ 60 13 83 3.47
KK 87 65 106 2.12
LL 61 13 83 2.18
MM 89 70 108 2.79
NN 92 75 110 2.66
0 0 78 45 98 2.83
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Appendix I 
TOAL-3 Listening Subtest and Composite Scores and Freshmen Grade Point Average 
(FGPAj








RS % SS RS % SS SSS % Q
A 30 84 13 32 84 13 26 89 118 2.25
B 33 95 15 33 84 13 28 95 124 1.72
C 23 37 9 17 25 8 16 21 88 3.00
D 21 25 8 31 75 12 20 50 100 3.44
E 21 25 8 28 63 11 19 42 97 3.17
F 21 25 8 30 75 12 20 50 100 2.84
H 33 95 15 12 9 6 21 58 103 3.17
I 26 50 10 16 16 7 17 27 91 2.26
J 15 9 6 28 63 11 17 27 91 1.99
K 24 37 9 32 84 13 22 65 106 3.16
L 29 75 12 30 75 12 24 79 112 2.25
M 31 91 14 31 75 12 26 89 118 1.85
N 26 50 10 24 50 10 20 50 100 2.41
0 23 37 9 16 16 7 16 21 88 3.94
P 23 37 9 28 63 11 20 50 100 2.55
Q 16 16 7 15 16 7 14 12 82 2.68
R 26 50 10 32 84 13 23 73 109 0.00
S 28 63 11 30 75 12 23 73 109 1.34
T 23 37 9 29 63 11 20 50 100 3.23
U 24 37 9 28 63 11 20 50 100 2.91
(Table Continues)
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Appendix 1








RS % SS RS % SS SSS % Q
V 23 37 9 32 84 13 22 65 106 2.78
W 31 91 14 31 75 12 26 89 118 3.30
X 25 50 10 20 37 9 19 42 97 0.70
Y 17 9 6 29 63 11 17 27 91 2.75
Z 30 84 13 27 63 11 24 79 112 3.00
AA 21 25 8 24 50 10 18 35 94 2.69
BB 29 75 (2 30 75 12 24 79 112 2.45
CC 25 50 10 29 63 11 21 58 103 2.61
DD 29 75 12 29 63 11 23 73 109 3.28
EE 22 37 9 15 16 7 16 21 88 2.86
FF 25 50 10 29 63 11 21 58 103 3.26
GG 26 50 10 31 75 12 22 68 106 1.72
HH 18 16 7 30 75 12 19 42 97 2.13
II 24 37 9 34 91 14 23 73 109 0.90
JJ 21 37 9 12 9 6 15 16 85 3.47
KK 17 16 7 31 75 12 18 35 94 2.12
LL 23 37 9 23 50 10 19 42 97 2.18
MM 26 50 10 29 63 11 21 58 103 2.79
NN 28 63 11 26 50 10 21 58 103 2.66
OO 24 37 19 19 25 8 17 27 91 2.83
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A ppendix J
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____________ SSS = Sum of Standard Score % = Percentile____________ Q = Quotient
Writing Sp. Language Vocabulary Grammar Rec. Language Ex. Language
Subject SSS % Q SSS % Q SSS % Q SSS % Q SSS % Q SSS % Q
A 16 21 88 50 87 117 48 81 113 42 58 103 50 87 117 40 50 100
B 23 73 109 50 87 117 55 95 125 47 79 112 57 97 128 45 70 108
C 14 12 82 32 19 87 38 42 97 27 7 78 35 30 92 27 7 78
D 22 65 106 43 63 105 42 58 103 44 68 107 41 55 102 45 70 108
E 19 42 97 35 30 92 37 37 95 41 55 102 43 63 63 105 30 92
F 14 12 82 38 42 97 37 37 95 36 32 93 41 55 102 32 19 87
H 21 58 103 39 45 98 45 70 108 41 55 102 47 79 112 38 42 97
I 18 35 94 36 32 93 39 45 98 36 32 93 38 42 97 37 37 95
J 21 58 103 36 32 93 37 37 95 39 45 98 36 32 93 40 50 100
K 23 73 109 41 55 102 39 45 98 43 63 105 40 50 100 42 58 103
L 20 50 100 41 55 102 43 63 105 39 45 98 45 70 108 37 37 95
M 25 84 115 51 89 118 53 93 122 50 87 117 53 93 122 50 87 117
N 4 <1 52 39 45 98 30 13 83 33 21 88 40 50 100 23 3 72

















SSS = Sum of Standard Score % = Percentile Q = Quotient
W r it in g Sp. Language Vocubulary G m m m ar Rcc. Language Ex. Language
Subject SSS % Q SSS % Q SSS % Q SSS % Q SSS % Q SSS % Q
P 19 42 97 28 9 80 37 37 95 35 30 92 40 50 100 32 19 87
Q 18 35 94 28 9 80 37 37 95 32 19 87 37 37 95 32 19 87
R 23 75 109 44 68 107 49 84 115 44 68 107 48 81 113 44 68 107
S 26 89 118 44 68 107 53 94 122 45 70 108 51 89 118 57 79 112
T 22 65 106 42 58 103 47 79 112 39 45 98 42 58 103 44 68 107
U 19 42 97 43 63 105 44 68 107 40 50 100 42 58 103 42 58 103
V 22 65 106 43 63 105 40 50 100 46 75 no 43 63 105 43 63 105
w 26 89 118 55 95 125 59 99 132 51 89 118 52 91 120 55 95 125
X 13 8 79 35 30 92 41 55 102 29 12 82 41 55 102 29 12 82
Y 25 84 115 37 37 95 42 58 103 43 63 105 40 50 100 45 70 108
Z 17 27 91 44 68 107 51 89 118 36 32 93 50 87 117 37 37 95
A A 21 58 103 37 37 95 40 50 100 43 63 105 44 68 107 40 50 100
















SSS = Sum of Standard Score % = Percentile Q = Quotient
Writing Sp. Language Vocubularv Grammar Rec. Language Ex. Language
Subject SSS % Q SSS % Q SSS % Q SSS % Q SSS % Q SSS % Q
CC 21 58 103 40 50 100 40 50 100 43 63 105 43 63 105 40 50 100
DD 24 79 112 46 75 110 50 87 117 44 68 107 47 79 112 47 79 112
EE 20 50 100 32 19 87 41 55 102 32 19 87 37 37 95 36 32 93
FF 23 73 109 41 55 102 46 75 100 44 68 107 47 79 112 43 63 105
G G 18 35 94 40 50 100 43 63 105 38 42 97 45 70 108 36 32 93
HH 18 35 94 34 25 90 35 30 92 37 37 95 39 45 98 33 21 88
II 19 42 97 41 55 102 39 45 98 45 70 108 47 79 112 37 37 95
JJ 17 27 91 32 79 87 37 37 95 23 3 72 26 6 77 34 25 90
KK 19 42 97 45 70 108 40 50 100 51 89 118 43 63 105 45 70 108
LL 19 42 97 29 12 82 32 19 87 28 9 80 32 19 87 29 12 82
M M 22 65 106 46 75 110 46 75 110 48 81 113 47 79 112 47 79 112
NN 24 79 112 40 50 100 49 84 115 43 63 105 49 84 115 43 63 105
OO 22 65 102 35 30 92 39 45 98 39 45 98 38 42 97 40 50 100
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REGISTRATION OF RESEARCH INVOLVING HUMAN SUBJECTS
1. Title of Research Project:
Predicting Academic Success of Entering Freshmen At An Urban 
University Through The Assessment of Oral and Written Language 
Competency
2. Date of Submission:
April 19, 1996
3. Calendar Period:
Data Collection: June-August 1996
Analysis Conducted: September-Nov 1996
Dissemination: Beginning January 1997
4. Type of Research:
Student Research
5. What Is the Purpose of Your Study:
To investigate the effectiveness of an alternative measure in 
predicting the potential for academic success among entering 
first-time freshmen students.
6. Independent Variables:




First-time college freshmen, ages 18-20, entering the fall '96.
9. Sample Size:
Estimated at 100-150 freshmen students
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Prediction-Placement Measures 347
May 15, 1996
Dear Incoming Freshmen Student:
You are cordially invited to participate in a research study entitled: Predicting Academic 
Success of Entering Freshmen Students at an Urban University Through Assessment o f Oral 
and Written Competency. Testing will start June 27 and continue through August 31, 1996.
Students will be asked to complete an English diagnostic test which measures a student’s 
speaking, listening, reading and writing skills. This test takes 45-60 minutes to complete and 
is individually administered. AH test results will be confidential.
Results from the study may assist with the academic placement of entering freshmen, in 
an effort to ensure better retention beyond the freshmen year.
To qualify as a participant in the study, you must be age 18, 19 or 20 with NO KNOWN 
HISTORY OF A LEARNING, EMOTIONAL, HEARING, PHYSICAL OR NEUROLOGICAL 
DISABILITY. YOU ALSO MUST NOT BE FROM A BILINGUAL BACKGROUND. If you are a 
TRANSFER STUDENT -  YOU ARE EXCLUDED AS A PARTICIPANT FOR THIS STUDY.
Participants will have an opportunity to compete for the single $300 prize to be awarded 
prior to September I, 1996. Your student number will be placed, along with other test 
participants’ numbers, into a computer generated data bank that will be used to select the 
winning student number.
If you are interested in participating in the study, please return the attached “Agree to 
Participate” form in the self-addressed envelope to me by May 31, 1996.
Your decision to participate in this study will be most appreciated. However, if you 
decide not to participate you will not be penalized in any way.
Respectfully yours,
Karen D. Cobbs
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AGREE TO PARTICIPATE FORM
I ,_________________________, agree to participate in the
study entitled: Predicting Academic Success of Entering 
Freshmen Students at an Urban University Through Assessment 




Best Time to Call to Schedule Appointment for Testing:
am __________  ___________  ___________
pm __________  ___________  ___________
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VITA
Karen D. Cobbs is a practicing speech-language therapist, with 
several years of experience in the public school setting. Ms. Cobbs also 
has extensive experience with the geriatric population in subacute and 
long term health care.
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